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ABSTRACT 
Navigating the Social Landscape: A Phenomenological Study Using Movement to Aid in 
the Adult Recollection of Childhood Immigration Experiences 
Rachel Elizabeth Greene 
Ellen Schelly Hill 
 
The purpose of this research study was to gain greater insight into the lived 
childhood experience of adults who immigrated to the United States between ages five 
and ten, with regards to how they learned to navigate social relationships.  Immigrant 
children are often at a social disadvantage due to limited language skills inhibiting their 
ability to communicate and minimal supports to assist them in coping with challenges.  
Following resettlement, they may experience discrimination, isolation, and/or rejection in 
interactions with peers.  The lack of peer approval and support during this stage of 
psychosocial development has serious implications for identity development.  Immigrant 
children are at particular risk for developing mental health issues if adequate family and 
institutional transitional supports are not in place to assist the acculturation process 
following resettlement. 
The study used a qualitative phenomenological design in which participants  
(n = 3) participated in a group movement workshop designed to facilitate recall of 
childhood memories from the cultural transition period regarding social interactions with 
others and were interviewed individually.  The primary essences identified by 
participants were: feeling different, feeling of being misunderstood, standing out, comfort 
with foreign peers (or those with immigrant parents), confidence of abilities (in the U.S.), 
feeling of being supported at home, and feeling of being supported in the community.   
Although participants minimized the role of the group movement process in contributing 
x 
 
access to their childhood memories, the detailed accounts of childhood immigration 
experiences were rife with movement images and references.  Although the ability to 
generalize the findings of this study is limited due to its small sample size, the results 
have clear implications for transition support.  A dance/movement therapy intervention is 
recommended for use in treatment with immigrants or individuals exploring cultural 
identity issues.
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CHAPTER 1: INTRODUCTION 
 
 The purpose of this phenomenological study was to gain greater insight into the 
lived childhood experience of adults who immigrated to the United States (U.S.) between 
ages five and ten, with regards to how they learned to navigate social relationships and 
form social networks.  Information was gathered through interviews with adult 
participants in recollection of this experience following a group movement workshop 
designed to facilitate recall and connection to others who may have had similar 
experiences.  Since they had time to process challenges faced during childhood, adult 
participants were able to share recollections and analysis of their adaptation process 
following immigration.  They were also able to hypothesize about the factors that may 
have contributed to the ways in which they learned to navigate social interactions with 
others in the U.S. 
 In the year 2000, the foreign-born population of the U.S. numbered 31.1 million 
(US Census Bureau, 2000).  Although some view a more diverse society as a positive 
social development, there continues to be a prevalence of anti-immigrant sentiment 
among some members of the population (Yakushko, 2008).  Children, in particular, who 
are especially sensitive to peers’ opinions, are often at the forefront of the psychological 
damage that can occur when immigrants are targeted (Tsai, 2006). 
 Following resettlement, immigrant children are expected to quickly learn to 
navigate the social climate in the U.S.  However, they are often entering from a place of 
disadvantage with limited language skills, minimal institutional transition supports 
(Shields & Behrman, 2004) and a lack of understanding of their new culture’s norms for 
behavior in social interactions (Tsai, 2006).  The formation of a social network upon 
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arrival is a critical socio-cultural experience in the process of cultural transition. 
However, this process may be challenging as issues of racism, xenophobia, ostracism, 
and bullying can cause newly immigrated children to withdraw or self-segregate as a 
coping mechanism for self-preservation and safety (Tsai, 2006).   
 Research shows that “being liked” by other children supports a healthy 
developmental outcome, while “being disliked” is actually a risk factor (Hartup, 1996).  
Therefore, children who are categorized as different or “Other” due to their unfamiliar 
language, clothing or skin color have the potential to become targets for bullying or 
ostracism.  Children show evidence of same-race bias in social behavior, largely 
impacted by environmental influences (e.g. family, church, media, etc.) (Ramsey & 
Myers, 1990).  Erikson (1968) writes about the possibility for identity confusion, 
isolation, and low self-confidence if a child does not receive approval from peers during 
the latency stage of development (the period between age six to puberty) (p. 254).  The 
lack of peer approval and support during this stage of development has serious 
implications for identity development and self presentation in social interactions with 
others. 
 Social psychological research has shown that negative treatment by others can have 
other adverse consequences for mental health, as well (Sellers & Shelton, 2003).  In 
children, these consequences can manifest as major learning and behavior problems 
(Cardenas, Taylor & Adelman, 1993).  Immigrant children are at particular risk if 
adequate family and institutional supports are not in place to assist the acculturation 
process surrounding the time of immigration. 
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 Since memories can be stored in the body, using a body-centered approach has been 
found to be helpful in accessing memories (Meekums, 2002).  In a dance/movement 
therapy (DMT) master’s thesis, Manca (2006) piloted the use of movement in a 
qualitative research study to access emotional material and explore the issue of body 
image in rape survivors.  Verbanc (2009), another former DMT student, utilized a 
movement session in a phenomenological study to help adult participants to access 
adolescent memories of growing up with a mother living with breast cancer.  In both 
cases, the authors noted that the use of movement appeared to facilitate an added layer of 
depth with regards to emotional material, which may not have been possible through 
verbal interview methods alone.  
 In this study, participation in a group movement workshop prior to the interviews 
served to facilitate the participants’ journeys back in time using a dance/movement 
therapy-informed process.  The workshop was intended to aid in the recollection of 
memories from childhood surrounding the time of immigration to the U.S., specifically 
focused on details regarding learning to navigate social relationships.  Following the 
workshop, participants were provided time to journal about any significant personal 
memories, feelings, sensations, or images that arose for them during the workshop, and 
note any responses to the overall experience.  The group then reconvened for a brief 
group discussion, which provided participants with an opportunity to anchor their non-
verbal experiences in words and share recollections.  The individual follow-up interviews 
recalled moments from the movement workshop in order to bring the participants back to 
their “bodily felt” connections to childhood experience and aid in its rich description.  
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 Although the majority of research on immigration and settlement was originally 
conducted in the social and behavioral science disciplines (e.g. economics, sociology, 
anthropology and demography), there is a clear role for psychology in understanding the 
cognitive processes and coping mechanisms involved in the acculturation process of 
immigrants, particularly social network formation (Sam, Vedder, Ward, & Horenczyk, 
2006).  Although limited, the findings of this study can be applied to understanding 
contemporary issues surrounding challenges to social adaptation in cultural transition 
among child immigrants to the U.S.  By increasing awareness regarding the experiences 
of these children, direct service providers can better support them throughout the cultural 
transition process.  The hope is to help to facilitate and support open dialogue with 
children regarding issues of tolerance, diversity and immigration in school and 
community settings. 
 I have taken a child development-centered approach in this study in an effort to 
understand how immigrant children learn to navigate the social landscape (specifically 
with regards to social relations), in relation to their psychosocial stage of development.  
In the literature, there is evidence of many efforts nationwide to assist immigrant 
populations with the cultural transition process (Morse, 2005).  However, it appears that 
these efforts largely focus on issues such as language comprehension, academic 
achievement and access to mental health services.  There have been many large-scale 
studies with aggregate data on immigrants in the U.S. (Sam et al., 2006), but the voices of 
the children themselves have been less dominant in the literature.  This study adds a layer 
of understanding by hearing from the perspectives of adult participants who have had 
time to reflect on their childhood immigration experiences.  The movement workshop 
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provided a way for the participants to recollect their personal experiences and connect to 
others who have had similar experiences within a safe and supportive environment. 
 The research questions for this study were: “What is the lived experience of 
immigrant children coming to the United States between ages five and ten? What 
challenges did they encounter and how did they learn to navigate their peer social 
environment?”  The limitations of this study included: the small sample size (n = 3), the 
fact that the sample of participants was derived from a pool of Drexel University-related 
individuals, and the role of the researcher, in terms of potential effects upon the comfort 
of participants in self-disclosure.  Taking these limitations into consideration, the ability 
to generalize findings is limited.  However, the insight gained through judicious 
exploration of the lived experiences of these individuals provided useful information.  A 
delimitation of this study was that only participants who moved to the U.S. from non-
English speaking countries between the ages of five and ten years were included.  All 
participants were required to be able to speak, read, and comprehend the English 
language.  Participants were also excluded from the study if they had been diagnosed 
with a major mental illness in the past three years. 
 
1.1 Operational Definitions 
• Acculturation:  According to Redfield, Linton, & Herskovits (1936), acculturation 
is a phenomenon resulting “when groups of individuals having different cultures 
come into continuous first hand contact with subsequent changes in the original 
culture patterns of either or both groups” (p. 149). 
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• Cultural Transition: For the purpose of this study, the term cultural transition will 
refer to the time period surrounding immigration and including the resettlement 
period in the U.S. 
• Immigrant: According to Suarez-Orozco & Suarez-Orozco (2009), an immigrant is 
defined as a person who is “foreign-born” and migrated to a host country from 
their homeland (p. 327).  For the purpose of this study, the term “immigrant” will 
refer to specifically persons who immigrated to the U.S. 
• Social Network: Tsai (2006) defines a social network as “an analytic concept 
describing the complex interpersonal linkages in a social system and is generally 
divided into structural and interactional dimensions” (p. 286).   
• Legal or Permanent Resident: These terms both refer to immigrants who have 
been granted legal permission by the government to reside in the U.S. indefinitely 
and are eligible to work in the U.S.  These individuals may also eventually apply 
for U.S. citizenship status (The Congress of the United States, 2006, p. 2). 
• Refugee: This term refers to an individual who is “unable or unwilling to return to 
their home country because of persecution (or a well-founded fear of persecution) 
on account of their race, religion, nationality, membership in a particular social 
group, or political opinions” (The Congress of the United States, 2006, p. 6). 
• Illegal or Unauthorized Immigrant: These terms refer to an individual who 
enters the U.S. without documentation or with forged documentation or has 
entered the U.S. with a temporary visa and has remained in the U.S. past the time 
limit of the visa.  Illegal or unauthorized immigrants have not been granted 
permission by the government to reside permanently in the U.S. (The Congress of 
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the United States, 2006, p. 11). 
• Homoethnic: The term “homoethnic” is used to describe immigrants with a 
shared cultural background (Ahktar, 2009, p. 261). 
• Heteroethnic: The term “heteroethnic” to describe either (1) other immigrants 
from different cultural backgrounds or (2) American natives (Ahktar, 2006,  
p. 260).   
•  Race:  Chacko (2003) defines “race” as a social construct that can be associated 
with the way in which an individual self-identifies, and is typically based on 
physical characteristics and phenotype (p. 496).   
•  Ethnicity: Chacko (2003) defines ethnicity as a social construction referring to the 
sense of belonging that unites a group of individuals around a common origin and 
distinct culture (p. 496).  
• Nationality:  Chacko (2003) defines the term “nationality” as referring to 
citizenship and country of origin (p. 497).  However, it should be noted that many 
immigrants use the terms “nationality” and “ethnic identity” interchangeably. 
• Xenophobia: Yakushko (2008) defines xenophobia as “a form of attitudinal, 
affective, and behavioral prejudice toward immigrants and those perceived as 
foreign” (p. 43).   
• Dance/movement therapy: The American Dance Therapy Association (ADTA) 
defines dance/movement therapy (DMT) as “the psychotherapeutic use of 
movement to promote emotional, cognitive, physical, and social integration of 
individuals” (ADTA, 2009).   
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The primary essences from the results were those instances in which the ratings 
for all three participants were in the moderate to strong range (see Table 4).  The primary 
essences identified were: feeling different, feeling of being misunderstood, standing out, 
comfort with foreign peers (or those with immigrant parents), confidence of abilities (in 
the U.S.), feeling of being supported at home, and feeling of being supported in the 
community.  The essences which represented individually variant responses ratings were: 
loss of voice, feeling helpless, desire to prove self equal to American peers, and interest 
in returning to native country. 
Those working with immigrant children (e.g. social workers, teachers, and mental 
health practitioners) may be able to use information gathered from the interviews in this 
study to better understand the lived experience of the children that they serve and can 
more successfully meet the needs of these children.  The findings can be applied in 
practice by identifying challenges in the adaptation process and resources children have 
found supportive in navigating this transition.  This information can serve to inform 
development of supportive programs encouraging an open dialogue among students 
regarding tolerance, diversity and immigration.   
Although this study was not an intervention, movement was used in the group 
workshop context to aid the participants in returning to their childhood experience on a 
body level in order to aid recall for the data collection.  Implications for a 
dance/movement therapy (DMT) intervention or movement-informed practice with this 
population in the future are outlined in the Discussion chapter.   
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CHAPTER 2: LITERATURE REVIEW 
 
 The purpose of this study was to gain greater understanding with regards to the 
essence of the experiences of immigrant children surrounding the time of cultural 
transition in their host land.  This research specifically focused on the immigrant child’s 
process of forming social relationships with others in the U.S.  The literature presented in 
this chapter forms a comprehensive picture of the many factors that may potentially 
affect the individual experiences of the child throughout this transition.   
 While the topic of immigration is vast and far-reaching, the scope of this literature 
review is limited to studies related to the experiences of immigrant children in the U.S.  
This chapter begins with an overview of social integration and network formation theory.  
These theories are significant information in that they are key research components of 
this study, and should be considered in terms of their application to individuals 
undergoing cultural transition.  Following this section, literature is reviewed which 
addresses challenges in cultural transition and models for understanding cultural 
transition, with particular attention to childhood immigration issues.  The literature 
review also addresses transition support available to immigrants.  It closes with a 
discussion of the use of the creative arts therapies as a therapeutic model in supporting 
immigrants with issues surrounding cultural transition. 
 
2.1 Social Integration and Networks 
 The degree to which the immigration experience is challenging for an individual 
often revolves around issues of social support.  The authors reviewed here provide 
evidence for the argument that social support systems play a role in an individual’s ability 
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to cope with stressful life circumstances (such as cultural transition).  The literature also 
addresses the effects of social support on physical and mental health.   
 Social support has been discussed and defined in various ways over time.  Kaplan, 
Cassel, & Gore (1977) studied the effects of social supports on both mental and physical 
health, specifically in relation to ameliorating stress and recovery from disease.  The 
authors describe social support as the degree to which a person’s social needs (e.g. 
approval, esteem, belonging, identity, and security) are met through interaction with 
others in the environment.  The authors also define the term social network as those 
individuals with whom one communicates and the interrelationships or links between 
those relationships. 
 In any given society, the immigrant enters as a stranger in a new and unfamiliar 
land.  Simmel (1908) discussed the role of the stranger in any given society as “the 
person who comes today and stays tomorrow” (p. 37).  He describes the role of the 
stranger in a new group as being fundamentally defined by the fact that he or she has not 
belonged to a given group from the beginning.  The stranger brings new qualities into the 
group and is rarely considered for his or her individual characteristics.  He or she is more 
often seen as representative of a specific group or type of stranger. 
 The degree to which the immigrant is supported by others can significantly affect 
not only the ability to navigate the formation of social relationships, but also the ability to 
cope with challenges surrounding cultural transition.  Thoits (1982) hypothesized that a 
social support network has somewhat of a “buffering effect” upon distressing life events 
(p. 145).  She stated that these social needs can be met through the provision of either 
“socioemotional aid” (e.g. affection, sympathy, acceptance) or “instrumental aid” (e.g. 
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offering advice, providing information, helping with one’s responsibilities) (p. 147).  
Therefore, an individual’s social support network can be defined as the group of persons 
within one’s larger social network who can be relied upon to provide socioemotional 
and/or instrumental aid.  According to the “buffering effect” theory, individuals with a 
strong social support network may be better equipped to cope with major life changes 
than those with a more limited social support network.  Following this hypothesis, 
individuals belonging to the latter category could be more vulnerable to psychological 
distress incurred from life changes.  However, she also highlighted the fact that different 
types of social support may have different effects on reducing distress. 
 Similarly, within the context of a longitudinal study of challenges facing immigrant 
communities across various populations in the U.S., Portes and Rumbaut (2001) 
discussed the significance of social capital in the resettlement experience.  Social capital 
is defined as “the ability to gain access to needed resources by virtue of membership in 
social networks and larger social structures” (p. 313).  The authors discussed the 
importance of socialization with co-ethnic communities.  These social support networks 
can serve to help immigrants in integrating old and new world values. 
 Ahktar (2009) discussed the psychological functions of relationships, with specific 
attention to immigrant populations.  He theorized that individuals are somewhat 
dependent upon receiving approval from others.  This external validation or rejection can 
greatly impact an individual’s mental health and self-concept, both on a conscious and 
unconscious level.  In particular, Ahktar analyzed the distinguishing characteristics of 
homoethnic and heteroethnic friendships among immigrants.   
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  Similarly, Berkman, Glass, Brissette, & Seeman (2000) wrote about the impact of 
social relationships, including social networks, social ties and social integration, on 
physical and mental health.  According to the authors, social network theory is based on 
the assumption that the structure of the network itself is largely responsible for 
determining individual attributes by shaping the flow of resources and therefore, 
determining access to opportunities.  For example, a connection to an established 
community in the U.S. can have considerable impact on an immigrant’s ability to cope 
during the transition and resettlement process.  The authors state that there is a correlation 
between the extent to which the individual has achieved social integration and the coping 
resources available to them in times of emotional distress.  
  Berkman et al. (2000) outlined the potential for positive mental health implications 
of social network membership for immigrants.  The authors state that social networks can 
offer immigrants opportunities for social interaction, a sense of belonging, and can 
provide valuable information regarding cultural values and social roles.  Participation in 
social networks has been shown to impact self-esteem, social competence, and self-
efficacy.  Individuals possessing multiple social roles show greater self-esteem than their 
limited-role counterparts.  This article provided evidence that feelings of self-worth have 
been shown to correlate with the individual’s ability to cope during stressful life events. 
 Kaplan et al. (1977) provided evidence that social support systems have measurable 
effects on both physical and mental health.  Ahktar (2009) added information regarding 
the psychological function of relationships for immigrants.  He highlighted the role of 
relationships in providing external validation or rejection, and having the potential to 
greatly affect an individual’s self-concept.  Simmel (1908) discussed the role of the 
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stranger in any given new group context and the ways in which perceptions or 
assumptions from others can create distance.  Thoits (1982) identified different kinds of 
social support (e.g. socioemotional aid and instrumental aid) and discussed ways in which 
these supports can serve to “buffer” distressing life events.   
 Portes and Rumbaut (2001) gave the discussion the context of immigration in the 
U.S.   By taking several factors into account (e.g. resources available during resettlement, 
connecting to a pre-existing social network), immigrants may have drastically different 
experiences of adjustment during cultural transition.  Berkman et al. (2000) also 
discussed social support networks in relation to the immigration experience.  Framing 
their discussion in the context of classical sociological theory, the authors argued that the 
presence of social relationships or social network membership can greatly impact an 
individual’s ability to cope with the challenges of cultural transition.   
 
2.2 Models for Understanding the Effects of Cultural Transition on Identity 
 
 This section of the literature review provides an overview of various models for 
understanding the cultural transition process, with specific attention given to adjustment 
to life in their new country and the evolving of sense of identity throughout the process.  
The authors reviewed here provide a brief background for understanding the diversity 
among theoretical perspectives regarding identity formation in cases of cultural 
transition. 
 Following immigration, individuals are confronted with issues surrounding identity 
as they straddle old and new worlds.  Immigrants may adopt a strong ethnic identity with 
their former homeland, align themselves with their new culture, or adopt a completely 
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new bicultural sense of self.  Chacko (2003) studied the ethnic and racial identities of 
second generation Ethiopian immigrant children living in Washington, D.C. (n = 20).  
Immigrants in the study shared that they tended to favor different identities, depending on 
the specific social or environmental context and in accordance with their needs.  The 
results of this qualitative study indicate that race appears to be a more fluid form of 
identity, as compared to ethnicity.  Chacko highlighted the “straight-line” assimilation 
model in which immigrants progressively acculturate into the new country by shedding 
their identifying cultural values and traditions in exchange for those of the dominant 
society (p. 493).  The author asserted that assimilation is actually a multifaceted process 
that is far from linear for most immigrants. 
 Baccallao and Smokowski (2005) also discussed the assimilation model and 
highlighted the related assumption that the ways of the old country are in some way 
inferior.  There is often pressure from members of the new society for recent immigrants 
to take on the values and behaviors of the dominant group.  According to the authors, 
recent empirical research points to problematic mental and behavioral health outcomes 
for individuals with high levels of assimilation.  The authors focused specifically on the 
experiences of Latino immigrants to the U.S. and the application of a “bicultural skills 
training” program.  Critics of the linear assimilation model have proposed “alternation 
theory,” as an alternative, which interprets the process of acculturation as both dynamic 
and bi-directional (p. 488).  The authors argue that immigrants who are able to integrate 
both old and new aspects of their ethnic identity to form a bicultural identity may 
encounter fewer challenges in acculturation.  Biculturalism has also been conceptualized 
as a form of “cultural capital” that is linked to positive mental health and family 
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dynamics (p. 426).  Proponents of alteration theory assert that there is great value in 
being able to retain aspects of one’s cultural identity while establishing a positive 
relationship with the dominant culture.   
 Pulera (2002) discussed the competing metaphors (“the melting pot” and “the salad 
bowl”) for explaining the assimilation process for immigrants in the U.S.  The author also 
highlighted the critical role of language acquisition among child immigrants and children 
of immigrants in the erosion of old world traditions.  For example, he stated that “after 
three generations, Americans typically are no longer proficient in their ancestral 
language(s)” (p. 60).  He highlighted the potential for intergenerational conflicts to arise 
between children and their immigrant parents regarding differences in fundamental 
values. 
 Portes and Rumbaut (2001) also discussed the “melting pot” metaphor.  They argue 
that rather than melting together and losing distinctive ethnic characteristics (as 
assimilation theorists had predicted), assimilation occurs selectively in ways that have 
proved adaptive for various immigrant communities.  The authors provided a visual 
model depicting the process of “segmented assimilation” over two generations, taking 
into account background factors such as parental human capital, modes of incorporation  
(i.e. public receptivity of host environment, resources of pre-existing ethnic 
communities), and family structure, as well as external obstacles, such as racial 
discrimination, labor markets and subcultures (p. 306).  The authors asserted that social 
capital (in the form of access to social networks) and solidarity within co-ethnic 
communities are linked to successful acculturation and selective preservation of some 
“old world” ways (p. 313). 
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 Suarez-Orozco and Suarez-Orozco (2001), co-directors of the Harvard Immigration 
Project at Harvard University, discussed immigration in the context of American society 
in the twenty-first century.  The authors asserted that encouraging immigrant children to 
abandon aspects of their culture may lead to social disruption, loss, and anomie.  They 
also highlighted the fact that the model of linear assimilation emerged in a radically 
different social context from the U.S. of today.  The authors advocated for biculturalism, 
stating that in addition to contributing to a sense of cultural pride and social cohesion, 
bilingual and bicultural individuals may, in fact, be poised for success in today’s global 
economy. 
 According to several authors reviewed for the purpose of this discussion, 
immigrants who are most successfully able to retain aspects of one’s former self, despite 
relocation, are better able to cope with challenges in resettlement and may be able to 
navigate social situations with greater ease (Baccallao & Smokowski, 2005; Baccallao & 
Smokowski, 2009; Chacko, 2003; Zhou, 1997). Different theoretical frameworks and 
models are discussed for understanding the cultural transition, resettlement, and 
adjustment process specific to the experience of immigrants.  Chacko (2003) wrote that 
the “straight line” assimilation model is unrealistic.  She argued that the process is far 
from linear and/or consistent across individuals.  Pulera (2002) and Portes and Rumbaut 
(2001) both examined the social relevancy of the term “melting pot” for describing the 
assimilation experience of immigrants in the U.S.  Portes and Rumbaut, in particular, 
drew attention to the fact that assimilation is often selective and can depend upon a 
variety of factors within the host environment upon arrival. 
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 Bacallao and Smokowski (2005) discussed the assimilation model as problematic, 
advocating for bi-directional and selective assimilation (i.e. retaining some old ways 
while integrating and adapting in other ways to the new culture).  They proposed that 
immigrants who embrace their bicultural encounter fewer challenges in the acculturation 
process.  Suarez-Orozco and Suarez-Orozco (2001) asserted that immigrants who 
embrace their bicultural identity may be poised for success in today’s economy.   
 
2.3 Challenges in Cultural Transition and the Role of Social Support 
Many immigrants experience cultural transition and resettlement as challenging 
for a variety of reasons.  The literature reviewed in this section provides a context for 
understanding specific challenges faced by members of this population.  Challenges 
include legal issues, communication issues, financial issues, psychological stress, and 
systems of social inequality.  It is important to consider the scope of factors that can 
affect the subjective experience of the transition and resettlement period.  These factors 
play an important role in relation to the individual’s ability to navigate social 
relationships and networks following immigration.  Following this review, challenges 
regarding racial discrimination and mental health risks for immigrants are examined in 
closer detail. 
Segal and Mayadas (2005) conducted a review of challenges facing immigrants 
and refugees in the U.S.  This article identified several variables that can affect an 
individual’s immigration experience.  Factors such as reason for relocation, existing 
social connections in the new homeland, social and political climate (in relation to 
receptivity towards different immigrant groups) upon arrival, experiences during 
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immigration, legal status, financial resources, educational attainment, and language 
proficiency can greatly impact the degree to which immigrants experience specific 
challenges during the resettlement and cultural transition period.  For example, 
immigrants coming from agrarian societies may not be literate and may face considerable 
difficulties in adjusting to a society in which adults are expected to be literate.  The 
authors highlighted the fact that many immigrants (including those with ample social and 
financial resources) share the common challenge of leaving behind the familiar and 
learning to adapt in response to the norms and expectations of their new homeland.  
Despite these challenges, the majority of immigrants will stay in the U.S. to work and 
raise their families.  
Yakushko et al. (2008) wrote about stressors related to the experience of 
immigration, anchoring the discussion within the context of psychological stress theories.  
The authors discussed pre-migration stressors, post-migration stressors, theories of stress, 
issues of oppression, and legal factors in immigration.  In addition, the authors stated that 
loss of one’s previous professional status and unemployment can have profound effects 
on an individual’s sense of self-esteem and agency.  The authors discussed the effects of 
legal status in relation to the immigrant’s sense of identity (whether refugee, legal or 
permanent resident, or illegal immigrant) and related experiences of stress (e.g. fear of 
deportation, caution in interactions with authority figures).  This article also highlighted 
the common experience of decreased socialization among resettled immigrants due to 
experienced loss of community.  The authors listed factors such as optimistic 
expectations, voluntary migration, access to social support, and language proficiency as 
associated with positive outcomes in the adjustment of immigrants.   
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Zhou (1997) wrote about large-scale systemic challenges that immigrants face 
upon arrival and effects on the individual’s ability to make social connections with others 
following resettlement.  Immigrants enter the country from a position of social, political, 
and economic disadvantage in which they have “unequal access to wealth, power, and 
privilege” (p. 74).  Many immigrants arrive with limited financial, social, and 
communication resources and may face difficulties in accessing jobs, housing, and 
education.  The experiences of immigrants in navigating the labor market in the U.S. 
varies widely, with some individuals starting off living in ethnic enclaves and spending 
many hours a day doing low-paying work and others moving directly into mainstream 
middle-class occupations and suburban communities.  The author highlighted the fact that 
structural conditions and the climate of receptivity in the host environment can play a 
significant role in determining whether an immigrant feels included or excluded upon 
arrival.  Macro-level systems of racial and economic stratification set the stage on which 
immigrants will either thrive or struggle in their new home.   
There are a variety of factors in the immigration process itself that have the 
potential to put a strain on previously strong family support systems.  Zhou (1997) 
described a phenomena sometimes referred to as “relayed migration” or “serial 
migration,” referring to a situation in which family members immigrate at different times 
(p. 81).  She stated that this may result in strained relationships and challenges to     
formerly strong mechanisms of control and support.  Conflicting priorities with regards to 
retaining language, values, and traditions from the old country following immigration 
have the potential to create intergenerational tension or conflict.  In the U.S., pressures to 
adopt English as the preferred language are high.  In addition, immigrant children often 
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learn English with relative quickness in comparison to their parents, due to the rapid 
nature of learning in the U.S. education system.  Parents may struggle to keep their native 
tongue alive by speaking it in the home and with others in the community.  Zhou noted 
the lack of accessibility to mainstream American values, language and traditions as a 
possible disadvantage of immersing oneself in a familiar ethnic enclave.  With children 
taking on more responsibility by acting as translators for their parents and parents leaning 
on their children for support in the transition, family dynamics often shift, leaving 
children in new and uncharted territory. 
In his article on the function of relationships specific to immigrant populations, 
Ahktar (2009) theorized that the feeling of being alone is actually inherent in the 
immigration experience.  The author described the loneliness that accompanies leaving 
the familiar behind and stated that it is this feeling state that often leads immigrants to 
gravitate towards homoethnic relationships with others.  He used the term “homoethnic” 
to describe immigrants with a shared cultural background and “heteroethnic” to describe 
either immigrants from different nations or American natives.  The article highlighted the 
fact that immigrants can gain a sense of belonging, kinship, and comfort through 
commonalities of shared culture.  Friendships with American natives can help recent 
immigrants to bridge the old and new worlds, increasing awareness of social norms and 
customs in the U.S.  However, immigrants may also experience feelings of “envy, 
mistrust, and an ever-present sense that something is lacking in the relationship” and 
therefore, may hold homoethnic friends closer (pp. 261-262).  Immigrants will often 
consider homoethnic friends in their new land as members of their new family, referring 
to these individuals as brothers and sisters.    
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Ahktar (2009) described another group of immigrants who desire to cut all ties 
with homoethnic individuals.  These individuals place a greater importance on adopting 
characteristics of their new culture, which may be connected to avoiding underlying 
feelings of Otherness.  For socioeconomically disadvantaged and less-educated 
immigrants, Akhtar stated that the social support of the homoethnic enclaves can serve as 
a “benevolent shelter,” in which the community “buffers the pain of dislocation and the 
anxiety of Otherness” (p. 266).  Interaction with these individuals may create a challenge 
for those immigrants who desire to connect with others who share common heritage. 
Hagan (1998) conducted a three-year ethnographic study of the Mayan 
community in Houston, Texas, specifically focused on finding out about the role that 
immigrant networks play in long-term settlement opportunities.  The author discussed the 
changing nature of social networks over time.  While it is often beneficial to become 
introduced to an immigrant network upon arrival for assistance with language and 
learning to navigate the new environment, the author asserted that this may actually 
hinder their success later on.  If immigrants retreat into ethnic enclaves, they may lose the 
possible advantages of developing ties with residents in more established communities.  
 Kuo and Tsai (1986) examined social network formation in relation to different 
waves of immigration and racial stratification in the U.S.  Data from this quantitative 
investigation was derived from a previous larger study focused on Asian American 
immigrants living in Seattle, Washington in relation to issues of social support, 
migration, and mental health.  The authors cited “negativistic research” that commonly 
depicts the experience of immigration with the passive image of the uprooted family, 
reactive to the many stressful life changes that accompany resettlement (p. 134). 
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However, the majority of immigrants are, in fact, aware of challenges prior to 
immigration and therefore, begin the process of gathering information and social 
connections in the U.S. prior to the move.  Kuo and Tsai stated that immigrants can use 
this time of transition as a vehicle for active personal advancement through activism and 
hardiness in cultivating social networks in the receiving society.   
 Yakushko et al. (2008) also highlighted the fact that immigrants have often been 
conceptualized as oppressed and helpless by the media while disregarding their 
“strengths, resilience, resourcefulness and community networks” (p. 174).  Contrary to 
popular stereotypes and sweeping generalization stating that all immigrants are “poor, 
uneducated, and desperate to live in Western countries,” research shows that immigrants 
to the U.S. have strong work ethics, are more highly educated than the national U.S. 
average, and often desire to return to their native country (p. 173). 
 Both articles by Kuo and Tsai (1986) and Yakushko et al. (2008) highlighted the 
common portrayal of the immigrant in a negative light while omitting their strengths and 
resiliency when faced with adversity in their new homeland.  Segal and Mayadas (2005) 
brought attention to several challenges, including communication, financial, and legal 
issues upon arrival.  Yakushko et al. (2008) put this discussion in the context of several 
psychological stress theories, applying this information to the experience of recent 
immigrants to the U.S.  Zhou (1997) added to the discussion by considering the social, 
political, and economic climate in the U.S. and discussing the role of immigrants within a 
system of social stratification and inequality.  Ahktar (2009) and Hagan (1998) both 
discussed the social benefits of homoethnic and heteroethnic friendships for immigrants 
in cultural adjustment following resettlement.  
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2.3.1 The effects of racism and discrimination on the climate of social 
receptivity for immigrants. 
 
 The literature reviewed in this subsection provides a framework for understanding 
issues of discrimination for immigrants following resettlement in their new country.  The 
authors cited here discuss issues surrounding race, ethnicity, nationality, xenophobia, and 
oppression.  One study examining the prevalence of racial awareness among children in 
the U.S. has particular relevance for research looking at social networking among child 
immigrants.  Another study examines the experiences of discrimination among African 
Americans as members of a minority group living in the U.S.  The studies cited here also 
examine the lived experience of discrimination, feelings of acceptance from others, and 
possible effects on mental health.   
 Chacko (2003) studied the self-described ethnic and racial identities of second-
generation Ethiopian immigrant children living in Washington, D.C.  She asserted that 
the term “race” is a social construct that can be associated with the way in which an 
individual self-identifies, and is typically based on physical characteristics and 
phenotype.  The term “ethnicity” is also a social construction referring to the sense of 
belonging that unites a group of individuals around a common origin and distinct culture 
(p. 496).  Although she defined the term “nationality” as referring specifically to 
citizenship and country of origin, Chacko noted that many immigrants use the terms 
“nationality” and “ethnic identity” interchangeably. 
 Weber (1922) discussed conceptualizations of race, ethnic groups, and nationality 
and highlighted the subjectivity involved in each of these social constructs.  He stated 
that antagonism often arises when a group is defined as pointedly different in appearance, 
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values and traditions.  This antagonism may appear in the form of avoidance, 
superstitious awe, or prejudicial behavior.  In this classic text, he stated: “The conviction 
of the excellence of one’s own customs and the inferiority of alien ones, a conviction 
which sustains the sense of ethnic honor, is actually quite analogous to the sense of honor 
of distinctive status groups” (p. 58).  Weber implored the reader to consider economic 
and social structures which serve to create societal power dynamics that can greatly affect 
subjective conceptualizations of nationality.   
Yakushko (2008) provided a historical context for immigration in the U.S., citing 
xenophobic attitudes and anti-immigrant sentiment in the past.  The author described 
xenophobia as indicative of hostility toward non-native individuals (p. 44).  He 
highlighted the interrelationship between xenophobia and racism as “supporting forms of 
oppression” (p. 47). While racism is often based upon visible differences, xenophobia 
targets those who are foreign to a particular community, regardless of the presence of 
visible differences.  The author also discussed the detrimental effects that discrimination 
can have on mental health and strongly advocated for culturally competent models for 
those working with this population.   
 It is also useful to review literature examining children’s awareness of ethnic or 
racial differences in social interactions.  Ramsey and Myers (1990) conducted a study in 
an effort to examine the salience of race in behaviors of both black and white children in 
pre-school and kindergarten in racially integrated classrooms in the northeastern U.S.     
(n = 41).  The cognitive, affective, and behavioral responses to racial differences were 
measured in an effort to assess the children’s categorizations of self and others, same- 
and cross-race friendship choices, and their racial contact patterns.  According to the 
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results, race was found to be more salient than expected in both the sociometric and 
behavioral data.  The authors cited previous studies in which preschool and early 
elementary-aged children exhibited “all or nothing” categorizations (p. 50).  Young 
children tended to describe others as similar or dissimilar to themselves.  As a result, they 
commonly displayed same-race bias in peer selection. 
 Sellers and Shelton (2003) researched the role of racial identity in perceived racial 
discrimination among African American college students (n = 267).  The authors reported 
that while many forms of overt racism and discrimination are no longer prevalent to the 
naked eye, there are still many ways that subtle forms of discrimination penetrate the 
daily lives of minorities living in the U.S. today.  They also cited social psychological 
research highlighting the severe impact negative treatment can have on mental health and 
resiliency, leading to possible psychological challenges (e.g., depression, anger, lower 
levels of life satisfaction and happiness, anxiety, obsession-compulsion, and 
somatization).   
 Tsai (2006) conducted an ethnographic study of Taiwanese immigrant youth (both 
males and females between the ages of 8 and 21) and their parents (n = 16).  The purpose 
of the study was to further understand the socio-cultural experience of immigrant youth 
in creating and maintaining friendship relationships, and how that impacts the 
immigration and resettlement experience.  The immigrant youth participants reported 
several difficulties in navigating social relationships in the U.S.   In particular, they 
highlighted embarrassment over lack of language proficiency leading to self-segregation 
and xenophobia leading to issues of ostracism.  These are both risk factors for serious 
problems in psychosocial development.  Despite the majority of Taiwanese youth having 
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learned English prior to their arrival in the U.S., most participants reported feeling 
uncomfortable interacting with American youth.  The students taking English as a Second 
Language (ESL) described being targeted by American students because their class 
placement signified their status as “Other.”  Tsai recommended that teachers, social 
workers, counselors and school nurses advocate for raising schools’ awareness regarding 
the effects of racism and xenophobia.  She also stressed the importance of creating a 
welcoming and friendly school environment for immigrant youth. 
Chacko (2003), Weber (1922), and Yakushko (2008) examined various social 
constructs, including race, ethnicity, nationality, racism, and xenophobia, as related to 
self-identification and oppression.  In particular, Yakushko (2008) highlighted the 
possible detrimental effects xenophobic attitudes can have on mental health and 
advocated for culturally competent models of working with this population in clinical 
settings.  In their study examining racial awareness among young children, Ramsey and 
Myers (1990) found that race was a prevalent factor in friendship choices, self-
identification and contact patterns.  Sellers and Shelton (2003) studied perceived racial 
discrimination among African American college students and found that there are many 
subtle forms of discrimination affecting minorities in the U.S. on a daily basis, which can 
lead to mental health issues (e.g. depression, anger, lower levels of life satisfaction and 
happiness, anxiety).  Tsai’s (2006) previously cited study reported that Taiwanese 
immigrant youth experienced ostracism and embarrassment of language proficiency, 
negatively affecting their self-concept and confidence in social situations in the U.S.  She 
advocated for school environments to promote a welcoming and supportive environment 
for immigrant youth. 
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2.3.2 Mental illness risks for immigrants. 
 
The literature reviewed in this subsection addresses specific mental health concerns 
that immigrants may be at risk for developing.  The authors cited here highlight the ways 
in which stressors during immigration have the potential to negatively affect healthy 
adjustment in immigrants following resettlement.  Reviewed here are also the results of a 
few recent studies showing that immigrants are no more susceptible to mental health 
diagnoses than native-born citizens of the U.S.  Age of immigration, social support, 
climate of host environment, and the prevalence of intergenerational conflicts are all 
discussed as factors that can contribute to the level of stress experienced during cultural 
transition.  As reviewed previously, systems of social support have been found to assist 
immigrants in coping with challenges during immigration. 
Yakushko et al. (2008) discussed the subjective nature of the experience of stress 
and highlighted the fact that any individual transitioning from one country to another may 
experience stress or psychological distress, with the potential to result in physiological 
and/or psychological reactions (e.g. increased heart rate, compromised immune system, 
racing thoughts) (p. 168).  The acceptable means of coping with those stresses can vary 
by culture.  Relocation requires an incredible amount of preparation, both for immigrants 
perceiving the relocation as a planned and positive change and those for whom 
immigration was unplanned and/or distressing (i.e., in the cases of refugees or asylum 
seekers who may have had to flee without warning).  Even under the most auspicious 
circumstances, moving from one’s homeland undoubtedly includes losses of social 
relationships and networks.  Individuals reporting high levels of stress have also 
exhibited signs of depression and learned helplessness.  Possible contributing factors to 
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the experience of stress during cultural transition include: loss of social supports, a 
prejudicial host environment (where it exists), acclimation to a new culture with different 
values, norms, and expected behaviors, intergenerational conflict and shifting roles in 
family relationships and fear of deportation.   
 In studying acculturation patterns of second generation Latino immigrants, 
Baccallao and Smokowski (2005) discussed findings regarding different coping methods.  
The authors stated that some immigrants turn to maladaptive coping strategies and 
behaviors (e.g. drugs, gang membership) as a means of addressing acculturation stress 
and feelings of depression or isolation.  According to the authors, maladaptive coping 
strategies often result from internalized perceptions of minority status, discrimination, 
and/or increased awareness of the new culture’s “disintegrative effect on family ties”  
(p. 490).  Individuals exhibiting these behaviors may develop a negative self-image based 
on their ethnicity and immigrant status.  Those who are able to competently navigate 
between two different cultures are described as bicultural and are reported to have lower 
levels of depression. 
 Yakushko et al. (2008) reported that immigrants in the U.S. have higher rates of 
attempted and completed suicides than non-immigrant populations of the same ethnic 
origin living in the U.S.  The authors stated that refugees are at greater risk for mental 
health problems following resettlement due to the nature of the circumstances in their 
home country prior to immigration and conditions encountered during the transition 
itself.  Many arrive in their new country carrying with them both traumatic memories and 
health problems from unsanitary conditions during travel or in refugee resettlement 
camps (e.g. malnutrition, parasites, hepatitis B).  These may be accompanied by mental 
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health diagnoses of major depressive disorder, Post-Traumatic Stress Disorder (PTSD), 
and/or generalized anxiety disorder.  The authors cited the results of a meta-analysis 
conducted by Fazel et al. (2005) indicating that: “1 in 10 adult refugees in Western 
countries had PTSD, about 1 in 20 had major depression, and about 1 in 25 had a 
generalized anxiety disorder” (p. 172).  Illegal or undocumented immigrants also 
commonly experience symptoms of anxiety surrounding fear of deportation and low self-
esteem resulting from racially hostile or unfriendly environments.   
In their review of challenges facing immigrants and refugees in the U.S., Segal 
and Mayadas (2005) highlighted mental health concerns for this population.  The authors 
stated that problems of loneliness and depression are common in immigrants and refugees 
immediately following immigration and can persist over many years if counseling and/or 
assistance in resettlement is not initiated or sustained.  Common mental health issues 
among immigrant populations in the U.S. include PTSD, negative self-esteem, grief 
regarding loss, and feelings of helplessness regarding one’s ability to successfully 
function in the new culture.  The authors urged counselors working with members of 
immigrant and refugee populations to take into consideration the following factors: 
problems and issues encountered by migrants while relocating, the level of the 
individual’s sociocultural integration, family functioning within the context of the 
individual’s cultural heritage, the individual’s learning capabilities and motivation for 
adaptation, sensitivity toward psychosocial issues, xenophobic reactions to newcomers, 
and the political and legal environment of the new country upon arrival (pp. 578-579). 
Vega, Sribney, Aguilar-Gaxiola, & Kolody (2004) conducted an epidemiological, 
population-based study featuring individuals of Mexican origin from Fresno County, 
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California (n = 3012).  The researchers sought to identify prevalence of psychiatric 
disorders among members of this specific ethnic population.  The results showed 12-
month rates of mental disorders among individuals of Mexican origin in central 
California to actually be lower than national rates for adults in the U.S.  The results also 
showed that the younger the age of entry and the greater the time in residence in the U.S., 
the higher the risk of substance use and other psychiatric disorders. 
 Aronowitz (1984) examined the existing literature on social and emotional 
adjustment among school-aged immigrant children.  He highlighted evidence that 
residential mobility appears to affect both social adjustment and emotional well-being.  
Children who moved were found to be “more withdrawn and less well accepted by their 
peers.”  These children also showed higher ratings of being “emotionally maladjusted” in 
ratings by their teachers (p. 240).  Regardless of these findings, however, the review 
found no evidence to suggest that social and emotional disorders were more prevalent 
among immigrant children than native populations of children.  When these disorders did 
occur, they most often presented as “behavioral deviance and identity conflicts” (p. 250). 
 Aroian (1990) conducted a qualitative study investigating the impact of migration 
on emotional status over time.  Following analysis of interview data from Polish 
immigrants living in the U.S. (n = 25) from between 4 months and 39 years, a model was 
created for describing the psychological adaptation of immigrants.  Major recurrent 
themes in migration and resettlement included loss and disruption, novelty, occupational 
adjustment, language accommodation, and subordination.  The author recommended that 
future psychological assessments for immigrants should include ascertaining whether or 
not the individual has resolved any issues of grief over attachments left in the homeland.  
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Aroian suggested that interventions find a balance between strategies aimed at coping 
skills and those focused on grief resolution. 
 Several authors reviewed here provide evidence to support the fact that the 
immigrant population is at risk for mental health concerns.  Yakushko et al. (2008) cited 
psychological stress theories and listed various factors that may contribute to an 
experienced stressful transition for an immigrant (e.g. loss of social supports, a 
prejudicial host environment, fear of deportation, intergenerational conflict).  The authors 
highlighted physiological reactions to stress and listed mental health risks for members of 
this population (e.g. major depressive disorder, generalized anxiety disorder, PTSD).  
Segal and Mayadas (2005) and Aroian (1990) also discussed possible mental health 
concerns, adding to the list: loneliness, negative self-esteem, grief regarding loss, and 
feelings of hopelessness.  They urged mental health counselors to use an approach that 
takes into consideration various factors affecting the experience of cultural transition.  In 
particular, Aroian advocated for addressing both strategies aimed at coping skills and 
those focused on grief resolution in order to address attachments left behind in their 
former country. 
 Aronowitz (1984) found that while residential mobility appeared to affect both 
social adjustment and emotional well-being, there was no evidence to show that social 
and emotional disorders were more prevalent among immigrant children than native-born 
children.  Similarly, Vega et al. (2004) studied the prevalence of psychiatric disorder 
among Mexican immigrants living in California and found that immigrants studied had 
lower rates of psychiatric disorders than national rates for adults living in the U.S.  The 
authors also reported finding that the younger the age at immigration and greater time in 
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residence in the U.S., the higher the risk of substance abuse and other psychiatric 
disorders.  Baccallao and Smokowski (2005) discussed possible maladaptive coping 
strategies that second generation Latino immigrants employ in their study on 
acculturation patterns.  They highlighted the possible mental health benefits of employing 
a bicultural identity.   
 
2.4 Immigration Process for Children 
The following is a review of literature discussing specific factors affecting the 
childhood experience of immigration.  Several studies cited here examine parental 
support and pressure in terms of possible effects upon a child’s ability to cope with 
stressors related to immigration.  In several of the following articles, intergenerational 
tension is discussed as a major challenge for immigrant children or children of 
immigrants.  
Zhou (1997) reviewed the existing literature on the topic of child immigrant 
experiences and adaptational outcomes in order to provide a comprehensive 
understanding of the “new second generation” (p. 64).  She stated that children who are 
unable to connect to a social support network in the U.S. may experience increased 
challenges in adjustment.  Newly arrived immigrants may struggle to understand the 
cultural expectations of their new home without the support of family and friends, 
especially those who can communicate by using their native tongue.  Distant relatives or 
friends of acquaintances are sometimes contacted and incorporated into a new social 
support network to assist with adjustment following resettlement.   
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Sam et al. (2006) examined the psychological and sociocultural adaptation of 
immigrant youth, giving particular attention to mental health, behavior issues, life 
satisfaction and psychological well-being.  While psychological adaptation is affected by 
a wide range of variables (e.g. social support, life change events), sociocultural 
adaptation is affected by such variables as cultural knowledge and degree of contact with 
members of the native population.  Although previous research cited has pointed to a 
buffering effect of social support through a pre-existing community in the U.S., the 
results of this study indicated that positive adaptation did not appear to be affected by the 
ethnic makeup of the neighborhood. 
 Aronowitz (1992) conducted a study in order to examine the relationship between 
the adjustment of immigrant children and their parents’ attitudes toward change.  The 
study examined both Jewish immigrant children (n = 51) from the former Soviet Union 
and American-born children (n = 51) living in San Francisco, California.  Parental 
attitudes were found to have significant predictive value in determining the ability of the 
children to cope and adapt to life in the U.S.  Results showed that emotional disturbance 
experienced by immigrant children were not the result of the actual geographic relocation 
itself, but were strongly associated with parental attitudes toward relocation.  Aronowitz 
stated that without emotional and social support during cultural transition, immigrant 
children become at risk for experiencing loss and depression.   
Espiritu and Wolf (2001) conducted focus groups with Filipino children of 
immigrants attending the University of California.  The authors found that 27 percent of 
participants in the focus groups reported having suicidal ideation – many referring to a 
past suicide attempt by themselves or their siblings.  Most of these participants cited 
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intense academic pressure and the feeling of being “unheard” or “unseen” by their 
parents (p. 179).  The majority did not consider discussing these feelings with a counselor 
or friend due to fears that this might bring shame upon his or her family.  Parent-child 
conflict was found to be the most important variable in predicting psychosocial well-
being of children of immigrants.  The authors reported that language proficiency was the 
second most important variable among participants.  Immigrant children with a prior 
grasp of the English language may have higher self-esteem during the transition and 
resettlement period, as compared to immigrant children with no prior exposure to the 
English language. 
Zhou (2001) studied the acculturation process for children of Vietnamese refugees 
growing up in the U.S. and highlighted differing rates of language acquisition between 
parent and child as a common cause of intergenerational tension.  The author used the 
term “generational consonance” to describe parents and children acculturating at the 
same rate and the term “generational dissonance” to describe different rates of 
acculturation between parents and children (often resulting in role reversal and/or 
conflict) (p. 207).  The results of this study indicated that bilingualism was a factor that 
positively correlated with ratings of self-esteem and educational aspirations.  
Bilingualism also appeared to correlate with reduced rated of depression.  She asserted 
that selective acculturation – in other words, retaining certain aspects of “old world” 
ways – may actually facilitate adaptation to life in the U.S. (p. 220) 
Espiritu and Wolf (2001) highlighted the unique experience of Filipino 
individuals in transitioning to the U.S. due to prior English language acquisition, 
familiarity with American customs and traditions in their previous U.S. colonized 
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homeland.  The results of the study showed that the majority of surveyed Filipino youth 
self-identified with a pluralistic and hyphenated identification: “Filipino-American,” 
while the bulk of the remaining participants chose “Filipino” over “American” (p. 169).  
These results indicated that younger generations have shifted to embrace their Filipino 
identity and heritage over an American national identity.   
Zhou (1997) and Sam et al. (2006) discussed child immigrant experiences, 
specifically with regards to challenges faced when families lack a social support network 
in their new homeland.  Aronowitz (1992) studied the effects of parental attitudes on the 
adjustment of child immigrants and found that parental attitudes had significant 
predictive value regarding the child’s ability to cope and adapt to life in the U.S.  In their 
study involving children of Filipino immigrants living in San Diego, California, Espiritu 
and Wolf (2001) found that this particular population appeared to have an easier time 
adjusting due to prior English language skills and familiarity with American customs.  
Their results provided evidence of intense academic pressures from their parents, leading 
to high rates of suicidal ideation and a perceived need to keep these feelings to 
themselves to avoid bringing shame to the family.  This study also showed that the nature 
of the parent-child relationship appeared to be the most important variable in the 
psychosocial adjustment of the child following immigration.  Zhou’s (2001) study of the 
acculturation process for children of Vietnamese refugees identified specific challenges 
for the refugee population and asserted that individuals who are able to integrate old and 
new world ways may be able to adapt most easily to life in the U.S.  
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2.5 Transition Support for Immigrants  
 
 This section provides an overview of recent literature detailing transition support 
programs and policy initiatives to support immigrant children and families in the U.S.  In 
acknowledging the wide variety of experiences among immigrants, these authors make a 
series of recommendations for direct service providers working with members of this 
population.  This general overview of transition support programs for immigrants is 
followed by a discussion of the use of the creative arts therapies (e.g. art therapy, music 
therapy, drama therapy, and dance/movement therapy) in transition support for members 
of this population.   
 Immigrant children enter the U.S. school system with varying levels of English 
language proficiency; therefore, it is important to consider classroom placement on a 
case-by-case basis (Chu, 2008).  The extent to which factors such as family poverty and 
trauma during relocation may have impacted the academic, social, and emotional 
development of the child are important to take into consideration when making such 
decisions.  While some immigrant children may require special education services, it is 
important to recognize the distinction between a “language-learning disability” and 
“language difference” (p. 68).  In transitioning to the U.S., children and parents are both 
faced with an unfamiliar school system with unique requirements, regulations, and 
expectations for accountability on certain issues.  Chu recommended that school leaders 
create welcoming and positive learning environments for immigrants, taking into 
consideration issues of discrimination, structural obstacles, and special education 
services. 
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 A report produced for the National Conference of State Legislature’s Children’s 
Policy Initiative presented the results of a study that was conducted by the Center for 
Applied Linguistics (Morse, 2005).  The report reviewed 115 newcomer programs for 
middle and high school students around the U.S.  The results indicated that the majority 
of these programs were created in the 1990s, were located in urban areas, and were 
housed in school settings.  Morse suggested: school-based community centers to support 
assimilation of immigrant families, newcomer programs that provide cultural and 
academic orientation with language programs, collaboration between social institutions 
and cultural leaders in the community to plan programs for immigrant families, and a 
five-year high school program option for immigrant students who arrive too late to 
complete requirements for four years or who need additional language training.  Morse 
also called for additional funding targeted at helping immigrant students in nontraditional 
resettlement areas.  She stressed the importance of including families in strategies for 
supporting adaptation and recommended outreach programs (e.g. workshops in computer 
training, cultural orientation, legal assistance, referrals). 
 Morse (2005) also provided some background on policies affecting immigrant 
students in the U.S.  The Office of English Language Acquisition was established under 
the No Child Left Behind Act in order to fund programs assisting immigrant youth in 
achieving academic success through English language acquisition and proficiency.  The 
report detailed a sampling of programs designed to help immigrant and refugee students 
succeed in academics and social adjustment.  For example, the Refugee Children School 
Impact Grant Program, through the Office of Refugee Resettlement (ORR), provides 
funding for educational needs of this specific population (e.g. English as a Second 
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Language and after-school tutorials).  The Bosnian and African Refugee Youth Services 
program in Oregon was created to provide academic support, behavioral counseling 
services, life skills training, and recreational activities for this population.  However, 
youth are only eligible to participate in this program during the first 5 years following 
resettlement.   
 In a report detailing the challenges facing immigrants entering the U.S. today, 
Shields and Behrman (2004) created a set of policy recommendations to support children 
of immigrant families.  The authors highlighted the importance of creating social services 
that specifically support the developmental needs of immigrant children.  While the 
authors acknowledged the similarities between this population and other vulnerable, low-
income populations, they highlighted the fact that current strategies addressing poverty 
are not always appropriate for this population.  Rather than an abundance of programs 
focused on promoting marriage and greater work effort, the authors stressed that 
immigrants often need help with accessing social support programs and increasing 
educational levels due to language barriers and citizenship status.  Recommendations 
included: advocating for funding to encourage immigrant children to attend pre-school, 
kindergarten and special education (when appropriate), parent support groups, after-
school activities to reinforce the child’s cultural heritage combined with language 
training programs, cross-cultural education regarding the major immigrant groups in the 
community, and reduction of barriers to social services for undocumented immigrant 
families. 
Chu (2008) reported that the Emergency Immigrant Education Assistance (EIEA) 
Act of 1984 authorized funds for the creation of programs to serve immigrant students’ 
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educational needs.  However, access is limited to immigrant children who have been in 
the U.S. for 3 years.  Newcomer programs are designed to assist recent immigrants 
(defined as those arriving to the U.S. within 3 years) in various areas of adjustment, 
including academic development and assistance with cross-cultural communication.  The 
author outlined components of a successful school program for immigrant students, 
including: strong leadership at school sites, a variety of support services (e.g. career and 
guidance counseling, peer tutoring), emphasis on parental involvement, guidance on 
coursework selection, incorporation of students’ first language in classes, flexible 
curricula and scheduling (e.g. night classes), and appropriately trained and licensed 
qualified teachers (p. 70).  
 Birman, Beechler, and Merrill Harris (2008) conducted a study in an effort to 
gather information comprising evidence-based practices on existing mental health 
support programs for refugees in the U.S. (n = 97).  In particular, the study examined a 
comprehensive community-based program: Family, Adult, and Child Enhancement 
Services (FACES).  The article highlighted the vast diversity of refugee populations 
entering the U.S., a fact which has created many challenges for service providers.  The 
authors recommended further research on existing mental health service models in place 
to help members of this population in order to learn from and replicate successful 
strategies in the future. 
 Suarez-Orozco and Suarez-Orozco (2009) summarized the state of policies 
affecting Latino immigrant students under the Obama administration and outlined a set of 
principles to assist in policy decision-making that will offer the greatest support to 
members of this population.  The authors asserted that newcomer immigrant students 
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enter an education system that fails to take many of their specific needs into account. 
Recommendations included: begin a national dialogue in order to align immigration and 
economic objectives, pass federal legislation in order to authorize funding to make higher 
education more accessible, increase opportunities for financially accessible preschool 
programs, and create more cultural training, language and transition support programs.   
 Although there are currently some federal and private sector transition support 
programs specific to assistance for refugees (e.g. the Refugee Resettlement Program), the 
outreach effort and continued support are not sufficient for the needs of this vulnerable 
population (Segal & Mayadas, 2005).  While these programs are often helpful to refugees 
during the initial period of adjustment, the link with individuals is not typically 
maintained over the years following resettlement.  The authors stated that immigrants 
commonly underutilize social services or only lean on these services for support 
immediately following immigration for a variety of reasons.  Some immigrants may have 
a desire to become self sufficient, come from a culture of “familial privacy,” or may 
distrust authority figures in the U.S. due to past experiences with oppression, (p. 575).  
Rather than self-referring for mental health support services, immigrant children, in 
particular, are most often referred by a school official or health care practitioner.   
Literature previously reviewed indicated that the cultivation of a bicultural 
identity through integration of old and new world values can have positive outcomes for 
mental health and adjustment in immigrants (Suarez-Orozco & Suarez-Orozco, 2001; 
Baccallao & Smokowski, 2005; Baccallao & Smokowski, 2009).  An intervention called 
Entre Dos Mundos (translated to “Between Two Worlds”) was created in an attempt to 
decrease intergenerational conflict, anxiety, and depression, conduct problems and 
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substance abuse while increasing school engagement in Latino adolescents (Baccallao & 
Smokowski, 2005).  Rather than suppressing the immigrant’s native tongue in favor of 
English, the authors asserted that these individuals could benefit from cultivation of their 
inherent biculturalism.  Acculturation-based prevention programs have been created with 
a focus on decreasing assimilation stress by including bicultural skills training groups for 
children and families.  Research shows that biculturalism has been associated with 
increases in “educational achievement, quality of life, and socio-cognitive functioning” 
(p. 491).  This finding has significant implications for biculturalism-based prevention 
programming to address mental health risks in immigrants. 
 Similarly, Cardenas et al. (1993) described a school-based transition support 
group (called “bicultural group”) for adolescents at a public high school in Los Angeles, 
California that enrolled many immigrants from Mexico, Central, and South America.  
Health center staff recommended that therapeutic support be provided for the many 
students experiencing a lack of social support following the transition in resettlement.  
Themes that emerged from group discussions included: not knowing how to deal with the 
school and community, residual trauma encountered during migration, grief reactions 
over what has been lost in moving, fears surrounding status as an undocumented 
immigrant, a desire to move back home.  Also noted were general problems of 
adolescence (e.g. conflicts with guardians, financial worries, academic problems, 
personal alienation or isolation). 
Piedra and Engstrom (2009) proposed a more integrated approach for working 
with immigrant families in the field of social work, which would take into consideration 
the complexity and variety in individual circumstances.  The authors discussed relocating 
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to the U.S. as a major life transition for immigrant families, requiring a number of 
cultural adjustments.  Various factors were identified, contributing to differences in 
acculturation, including: parental human capital (e.g. age, education, occupational skills, 
wealth, knowledge of English), modes of incorporation (e.g. governmental policies 
toward different immigrant groups and reception by native population), and family 
structure (e.g. whether one or both parents are present in the family).  The authors 
advocated for use of the “life model” (focused on individual’s relationship to his or her 
environment) in conjunction with the “segmented assimilation model” (which recognizes 
social stratification as playing a role in the immigrant’s experience with resettlement and 
adaptation) to best assist members of this population during cultural transition.  
 The experience of an immigrant or refugee varies widely depending on the specific 
details surrounding immigration and resettlement (Chu, 2008).  Therefore, a flexible 
approach should be taken by service providers working with members of this population, 
including group and individual counseling, peer tutoring, individual learning plans, 
workshops for parents and family, opportunities for nontraditional school hours, career 
education, and support groups to meet various mental health needs.  Segal and Mayadas 
(2005) added that interventions should include programs focused on self-sufficiency and 
asset-building, civic and political participation, community organization, and 
empowerment.  Yakushko et al. (2008) emphasized the importance of service providers 
incorporating and considering the various psychosocial factors influencing the ways in 
which immigrants experience and cope with stress during cultural transition.  Birman et 
al. (2008) highlighted the extremely diverse nature of the population, resulting in 
challenges for service providers.  The authors recommended further research in order to 
43 
 
replicate successful strategies in the future.  Shields and Behrman (2004) and Suarez-
Orozco and Suarez-Orozco (2009) each offered a set of policy recommendations for 
supporting this population.  Baccallao and Smokowski (2005) and Cardenas et al. (1993) 
reported on specific programs that have been successful in cultural transition support in 
the U.S. by helping immigrants to embrace their bicultural identities.  
 
 2.5.1 Creative arts therapies interventions with immigrant populations. 
 
 The field of Creative Arts Therapies (CAT) includes the therapeutic use of music, 
art, dance, drama, and poetry to help increase the psychiatric well being of clients 
(Gorelick, 1989).  The distinctive advantage of these modalities over more traditional 
verbal therapy practice is the nonverbal aspect, which can transcend differences in clients 
of many cultures.  Use of the arts as the medium for expression of emotional material can 
be extremely useful in working with immigrants with limited English language 
proficiency.  The scope of the literature on the use of CAT modalities with immigrant 
populations is somewhat limited.  Therefore, the following is a sample of the various 
ways that creative arts therapists have utilized nonverbal approaches in therapeutic 
treatment of immigrant children and families. 
 Moneta and Rosseau (2008) conducted a qualitative study that introduced a 
school-based drama workshop for immigrant adolescents with behavioral and learning 
issues (ages 13 – 16) in an effort to explore emotional regulation.  The drama workshop 
was found to be a useful tool.  It helped teachers to address the emotional problems of 
these adolescents and in helping adolescents to understand their own emotional responses 
and the emotions of others.  The predominance of anger as the most expressed emotion 
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among participants suggests further investigations. 
Kennedy (2008) conducted a music therapy intervention for nine ESL students in 
an after-school program setting and nine ESL students in a regular public school 
kindergarten class.  The purpose of the study was to determine possible uses for music 
therapy techniques as a supplemental teaching strategy for kindergarten ESL students.  
All students in the study received one 30-minute music therapy session per week for 10 
weeks.  The results indicated that the after-school setting may provide a more relaxed and 
less intimidating environment in which children can practice their English skills by 
participating in fun community activities (e.g. singing, chanting, and musical games).   
 Burt (1993) conducted a clinical case study of a culturally displaced North 
American Indian adolescent female (age 14.5) with bipolar disorder living in Canada 
receiving individual art therapy sessions.  The author discussed issues facing culturally 
displaced Indian youth in Canada, including: alienation from one’s adopted parents, 
tendency toward mental illness, and negative experiences of overt or subtle 
discrimination from others.  She cited literature showing that culturally displaced Native 
Americans Indians often experience a lack of pride regarding their Native American 
heritage, pressure to adopt the mainstream cultural values, feelings of guilt over not 
knowing enough about his or her culture, negative views of Native Americans, and a lack 
of support or belief system.  Burt stressed the importance of self-reflection on the part of 
the therapist in looking at one’s own cultural values and beliefs when treating a client of 
another ethnicity or cultural background.  She also recommended that mental health 
workers collaborate with indigenous healers, when appropriate. 
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 Cohn (1997) proposed that dance/movement therapy (DMT) is a powerful tool for 
reaching individuals in the process of “biculturalization.”  She stated that DMT has major 
implications for assisting new immigrants in reconnecting to themselves and their culture 
following the transition, as well as connecting with their host culture.  The author urged 
Western therapists to approach clients from other cultures with sensitivity to cultural 
differences and nonverbal behavior patterns.  Ethiopian adolescents, both male and 
female between ages 13 to 18, attending a vocational high school participated in a DMT 
group as part of this study.  Cohn discusses the cultural differences between Israel and 
Ethiopia and challenges for adaptation in resettlement.  She also describes successful 
methodology with detailed anecdotal accounts of individual participants. 
 In a theory-oriented article, Pallaro (1997) discussed culture as an overlooked 
variable in psychotherapy.  She pointed to DMT as a nonverbal approach that can 
transcend culture and has the potential to connect worlds of understanding.  She wrote 
that some immigrants may find that coping mechanisms utilized in the past may not 
translate successfully to their new environments.  Through dance/movement therapy, 
adaptive or maladaptive behaviors may be brought into awareness through the mind-body 
relationship.  The author shared her experiences working in both group and individual 
DMT sessions with male and female Asian American adults in a psychiatric setting.  She 
reported that movement-based approaches were useful in psychotherapeutic treatment of 
members of this population. 
 Duh (2008) conducted a collective case study of nonverbal interaction patterns 
between father and son of Chinese-American immigrant families (n = 2).  The purpose of 
the study was to derive a holistic description of the family’s functioning and the effects of 
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acculturation on nonverbal interaction patterns.  She utilized the Kestenberg Movement 
Profile (KMP), a movement assessment tool, as well as a self-report questionnaire.  
Results indicated differences in movement patterns in interaction between father and son, 
illustrating an acculturation gap.  Duh recommended beginning treatment of members of 
this population by utilizing a medical DMT approach since it can be integrated within 
traditional Chinese healing practices.  She asserted that this approach may be especially 
beneficial for Chinese-Americans with body-based symptoms and psychological 
problems relating to acculturation stress.   
 Shim (2003) conducted a phenomenological study of ethnic identity in Korean 
American adolescents (n = 6).  All participants were either members of the 1.5- or 
second-generation, meaning that either they immigrated to the U.S. as young children or 
were born to immigrant parents in the U.S.  Shim used a DMT workshop structure that 
incorporated traditional Korean dance/movement forms.  The results showed the 
following themes: feelings of not belonging to any specific identification, feelings of 
isolation, a sense of pride regarding their Korean ethnic identity, and bicultural 
awareness.  The movement workshop brought up several images for participants, which 
appeared to add a layer of texture to recollections.  All participants agreed that a DMT 
intervention would be useful in treating individuals experiencing ethnic identity 
confusion or crisis. 
   Cohn (1997) and Moneta and Rosseau (2008) both detailed uses of CAT 
(dance/movement and drama therapy, respectively) with immigrant youth as a means for 
processing and exploring emotions and sense of identity following resettlement.  
Kennedy (2008) used a music therapy approach for working with ESL students and found 
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that within a fun and safe environment outside of the school setting, participants were 
able to more quickly master the English language.  Burt (1993) conducted art therapy 
with a culturally displaced American Indian youth living in Canada.  She documented 
several themes that arose from their sessions together, including alienation, tendency 
toward mental illness, and discrimination from others.  She recommended that mental 
health professionals use a culturally sensitive approach and collaborate with indigenous 
healers, when appropriate.   
Pallaro (1997) also advocated for the use of movement therapy with immigrant 
populations.  The creative arts therapies may have a distinctive advantage over verbal 
therapies in that the arts provide a nonthreatening environment in which clients can gain 
self-understanding, connect with others, and express emotional material through 
nonverbal expression.  Duh (2008) and Shim (2003) both integrated a movement 
component in their studies regarding nonverbal interactions and identity.  Participants in 
both studies agreed that a DMT intervention would be useful for immigrant populations 
and those confronting cultural identity issues. 
 
2.6 Dance/Movement Therapy  
 
 Dance/movement therapy (DMT) is defined by the American Dance Therapy 
Association (ADTA) as “psychotherapeutic use of movement to promote emotional, 
cognitive, physical, and social integration of individuals” (ADTA, 2009).  DMT sessions 
can take place in either individual or group therapy contexts and across a variety of 
populations (e.g. infants, children, developmentally delayed individuals, medically-ill 
patients, psychiatric patients, normal-neurotic individuals, senior citizens).  
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  Through moving together, the dance/movement therapist can assist the client in 
integrating both physical and emotional experiences while increasing awareness 
(Meekums, 2002).  Meekums describes DMT as a unique approach to therapy in that it 
addresses the importance of the mind/body connection and uses the expressive aspects of 
movement to increase cognitive connections and processing of emotional material.   
 Chaiklin and Schmais (1993) wrote about the Chace approach in dance/movement 
therapy (DMT) and describe the four basic concepts of this method: Body Action, 
Symbolism, Therapeutic Movement Relationship, and Rhythmic Group Activity.  Body 
Action refers to the process of increasing awareness of the body-mind connection and 
emotional expression through movement.  Symbolism can serve to evoke emotional 
awareness through use of imagery in combination with movement.  The dance/movement 
therapist can also convey a sense of empathy through the use of his or her body in 
relation to the client (e.g. posture-sharing, mirroring movements, joining the client in his 
or her movement preferences).  This is referred to as the Therapeutic Movement 
Relationship.  Rhythmic Group Activity is a term used to describe the sense of support 
and strength that can be gained by moving in synchrony with others.   
 Dance/movement therapy allows for exploration, increased social connections with 
others, and sensitivity to differences in nonverbal communication in a supportive space.  
Pallaro (1996) stated that increasing awareness of one’s body can enhance awareness of 
the affective dimension of one’s experience and assist in the process of psychological 
growth.  Through bodily awareness and connection to others in a safe, nonjudgmental 
environment, the individual can begin to bring unconscious material, behaviors, and 
drives into consciousness, dismantle old patterns and conceptualize a new way of being 
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in the world that will better serve his or her emotional and physical health (Schmais, 
1985).   
 Dosamantes (1992) discussed body image in relation to cultural values and ideals.  
Specifically, she stressed the role of social context in terms of its effect upon an 
individual’s body image.  Cultural differences in norms for behavior during social 
interactions (e.g. physical proximity, eye contact, use of touch, and posture) vary widely 
across social contexts and can affect how an individual feels about him or herself when 
entering a new social environment.  She asserted that a DMT intervention could serve to 
bring awareness to unconscious and internalized cultural values at the body level. 
Dosamantes-Alperson (1984) wrote about her personal experience moving to the U.S. 
from Mexico as a child.  Without knowledge of the English language, she described 
feeling like a “stranger in a strange land” (p. 257).  Through dance, she reported that she 
was able to express herself most clearly.  She used the term “phenomenal self” to refer to 
the perception of the self as a social product that is formed through interaction with 
others.   
Since memories can be stored in the body, using a body-centered approach can be 
helpful in accessing memories (Meekums, 2002).  In the context of research, using a 
body-based approach to facilitate memory recall may add to our understanding across 
various fields.  A number of dance/movement therapy master’s theses (Brosnan, 2010; 
Hall, 2009; Manca, 2006; Nedza, 2011; Prakash, 2010; Verbanc, 2009) have included a 
pre-interview or mid-interview movement process, during a verbal interview, in order to 
facilitate participants’ recall or a bodily felt sense of a phenomenon.  
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CHAPTER 3: METHODOLOGY  
 
3.1 Design 
 This research study utilized a qualitative phenomenological design.  The primary 
objective of this study was to gain greater insight into the lived childhood experience of 
adults who immigrated to the U.S. between ages five and ten, with regards to how they 
learned to navigate social relationships and form social networks.  In this type of 
qualitative research, the goal is to understand the essence of the lived experience of the 
phenomenon from the individual’s point of view (Mertens, 2005).   
 Participants were recruited and took part in a group movement workshop and were 
interviewed individually.  Other dance/movement therapy master’s theses (Brosnan, 
2010; Hall, 2009; Manca, 2006; Nedza, 2011; Prakash, 2010; Verbanc, 2009) have 
included a pre-interview or mid-interview movement process, during a verbal interview, 
in order to facilitate participants’ recall or a bodily felt sense of a phenomenon.  During 
the verbal interview for this study, questions were posed with regards to understanding 
the lived experience of immigration and navigating relationships during the resettlement 
period.  The participants were also provided opportunities to discuss the contribution of 
the movement workshop in their recollection of childhood memories.  Since the adult 
participants were removed in time from the original experience of immigration and had 
several years to process challenges faced during childhood, it was expected that recall of 
any distress experienced surrounding the original experience would be minimal.   
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3.2 Location of Study 
 The study was conducted at Drexel University.  The group movement workshop 
took place in a large multi-purpose room with open floor space.  The interviews took 
place in a closed classroom on the Center City campus of Drexel University in 
Philadelphia, Pennsylvania. 
 
3.3 Time Period for Study 
 
 The period of time for the study was from January 2011 to November, 2011. 
 
3.4 Participant Type 
                                                
 Participants were three non-clinical adult volunteers, ages 19, 32 and 34 years.  
Two females and one male participated in the study.  All participants immigrated to the 
U.S. at age nine from non-English speaking countries (Slovakia, Syria, and South Korea, 
respectively).  Both men and women were eligible to participate in this study, as well as 
individuals from all ethnic, racial, socioeconomic, and religious backgrounds.  
Participants who were unable to read, write or comprehend English were excluded from 
the study.  Individuals who had received a major mental illness diagnosis within the past 
three years, as well as those with physical limitations that would make participation in a 
movement workshop ill-advised, were not eligible for participation in this study.  All 
participants were required to be between the ages of 18 and 65 years. 
 
3.5 Participant Source 
 The participants for this research were recruited from the undergraduate and 
graduate student population at Drexel University in Philadelphia, Pennsylvania through 
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recruitment announcements posted on campus announcement boards.  Recruitment 
announcements were also distributed via personal and professional contacts.  These 
personal and professional contacts were requested to distribute the announcement to 
individuals who met participation criteria and might be interested in participation in this 
study.   
 
3.6 Recruitment 
 Recruitment for this study began following IRB approval from Drexel University. 
Two methods for recruitment were utilized.  
 
  3.6.1 Recruitment I.  
 A recruitment announcement (Appendix A) outlining the research study was posted 
on announcement bulletin boards on Drexel University’s main and center city campuses.  
The announcement stated the details of the study: the title, purpose, procedures of the 
study, the inclusion/exclusion criteria, and provided contact information for the 
researcher via a study-specific email address.  The announcement was written in the 
English language, as one of the inclusion criteria was that participants were comfortable 
reading, writing and speaking English.   
 
1. The participants self-selected according to inclusion and exclusion criteria listed on the 
recruitment announcement and self-referred as interested.  Prospective volunteers were 
directed by the announcement to contact the researcher via the study-specific email 
address listed on the announcement for more information.  
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2. The researcher followed up with interested volunteers by returning e-mail to arrange a 
time for a phone conversation.  In the phone conversation, she reviewed participation 
criteria, described the study further, answered initial questions, and determined 
participation interest and availability (Telephone Recruitment Script, Appendix D).  
 
3. If the volunteer met inclusion criteria and he or she was interested in participating in 
the study, the researcher inquired about potential meeting times for the informed consent 
process and movement workshop.  The time and location of the movement workshop and 
interview were confirmed via email.  A Participant Contact Form (Appendix C) was used 
to record contact information, assign each participant a participant identification number 
(PIN), and record scheduling information.  The assigned PIN number was used on data 
records in order for them to be retained without identifying information.  The Participant 
Contact Form was stored separately from movement workshop and interview data to 
remove identifying links between the data and the participant.  This form was destroyed 
by shredding at the conclusion of the study. 
 
4. Participants were informed that upon completion of the group movement workshop 
and oral interview, a validation interview would be conducted via telephone 
approximately one month following the initial data collection.  The investigator arranged 
a time for a telephone call following the interview and data analysis.  The participant was 
sent a description of the interview transcription and provided with an opportunity to 
confirm whether this was an accurate representation and to clarify or elaborate on 
anything that was not correctly understood by the investigator.  Participants received $5 
cash in person immediately following completion of the movement workshop and $10 
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cash in person immediately following completion of the interview.  Any changes or 
corrections that the participants identified were integrated into the existing data.  The 
contact only involved participant validation of the data; no additional information was 
elicited at that time.  The purpose of this follow-up contact was to perform a form of 
member checking to ensure that the initial results of the research accurately and fully 
reflect what the participants intended to convey. 
 
5. The first four prospective participants recruited via Recruitment I or II who met 
participation criteria and signed a consent form were to be enrolled in the study.  Since 
only three prospective participants responded during recruitment, these participants were 
enrolled in the study and the decision was made to close recruitment at that time.  
 
 3.6.2 Recruitment II.  
 
1. Prospective participants were recruited via distribution of the recruitment 
announcement (Appendix A) to personal and professional contacts of the investigators 
who were requested to distribute the announcement to people who met participation 
criteria and might be interested in study participation.  The volunteer self-selected 
according to the inclusion criteria on the announcement, and if interested, followed 
instructions as directed by the announcement to contact the researcher for more 
information via the study-specific email address listed on the announcement.   
 
2. Same as 2 – 5 above. 
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 3.6.3 Participant inclusion criteria.  
 
1) Individual immigrated to the United States between the ages of five and ten years. 
2) Individual was between the ages of 18 and 65 years.   
3) Individual was physically able to participate in a low-moderate intensity movement 
workshop designed to facilitate recall of childhood cultural transition experience. 
4) Individual was able to attend the movement workshop and was available for follow-up 
validation interview at a later date. 
5) Individual was able to speak, read, and comprehend English.  
 
 3.6.4 Participant exclusion criteria. 
 
1) Individual was diagnosed with a major mental illness in the past three years. 
2) Individual had a physical disability or limitation that made participation in the 
movement workshop impossible or ill-advised.  
 
3.7 Investigational Methods and Procedures  
 3.7.1 Informed consent. 
 
 The informed consent process took place in the New College Building on the 
Center City Drexel University campus directly prior to the movement workshop.  The 
researcher initially met with the three prospective participants as a group for 40 minutes 
to distribute the consent form (Appendix B) and request that they read it through 
carefully and thoroughly.  She then met with each volunteer individually in a private 
room next door to solicit and respond to any questions the prospective participant had, to 
determine if the volunteer understood essential aspects of study participation,  to confirm 
eligibility, and confirm interest in participation.  The researcher asked each volunteer to 
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repeat in his or her own words the purpose of the research, the study procedure, risks and 
benefits the rights of the participant, and the protections for confidentiality.  
 If the researcher determined that the volunteer comprehended these essential 
aspects of the research study, the volunteer confirmed eligibility, and if he or she was 
interested in and willing to participate in the study, she or he was asked to initial each 
page of both copies of the consent form.  The participant and researcher then each signed 
both copies of the consent form.  At this point the volunteer was considered enrolled in 
the study.  It was be emphasized, however, that participation was voluntary and the 
participant had a right to terminate involvement at any time without consequences.  One 
copy of the consent form was given to the participant for his or her records, and one form 
was retained by the researcher to be stored in a locked file cabinet in the Department of 
Creative Arts Therapies at Drexel University.  The prospective participant was also 
informed that she or he would receive $5 cash in person immediately following 
completion of the movement workshop and $10 cash in person immediately following 
completion of the qualitative interview.  A follow-up validation interview took place by 
telephone to give the participant an opportunity to amend or clarify any statements.  No 
new information was gathered at that time. 
 
 3.7.2 Movement workshop.  
 The 60-minute group movement workshop was intended primarily as a procedure 
to facilitate the participant’s recall of memories, feelings, and thoughts related to his or 
her experience as a child entering into social relationships in the U.S. as an aid in the 
phenomenological interview process. The researcher facilitated the workshop. 
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    The group movement workshop began with a statement by the researcher regarding 
the sequence of events that would occur: introductory name game, warm-up, movement 
exploration, journaling, verbal group discussion, and cool-down.  The researcher labeled 
how it is normal to experience some anxiety in entering a new situation with people one 
doesn’t know, as all participants were doing in this experience.  Similar to being a child 
new to the U.S., the three participants had an opportunity to reconnect to feelings of 
apprehension and belongingness by being a member of this group in which they did not 
know anyone prior to arrival.  They were also told that this experience was differentiated 
from a dance class in that it was an opportunity to connect with others who may have had 
similar or different experiences.  They also had the opportunity to connect to their own 
memories and experiences surrounding immigration and forming social relationships.  
The participants were told that anything they do would be an exploration and expression 
of themselves, and therefore, no one could do anything wrong.  The participants were 
told that most of the movements would be self-generated so if anything felt physically 
uncomfortable, they were encouraged to stop at any time to rest.  They were also told that 
they could modify any guided movements to feel more comfortable for their bodies.    
 An introductory “name and gesture” game, a classic introductory structure in 
dance/movement therapy (DMT) practice, was facilitated as an opportunity for each 
participant to create a movement or gesture with his or her name in order to introduce 
themselves to the other group members.  All other group members echoed the name and 
movement back to the participant in order to validate and acknowledge their presence in 
the group.  The warm-up was guided and somewhat structured with all participants in a 
circle formation, beginning to isolate and move different body parts, explore the 
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kinesphere, and use of self-touch to wake up the body in preparation for movement.   
 Participants were then encouraged to begin walking through the space as they 
would if they were going to meet a friend, and then to move through the space as if they 
were in a rush.  Next the participants were directed to begin moving through the space in 
a way that they remembered moving as children (e.g. skipping, running, drifting, moving 
timidly, fearlessly, carelessly, etc.), and beginning to find a way to interact with others as 
they encountered one another in the space.  They were then instructed to move through 
the space as they would if they felt accepted by others, and then as if they were nervous 
or apprehensive about something.  The participants were then asked to return to the circle 
formation and take a low gaze in order to bring each participant back to his or her own 
experience.   
 Next, the three participants were directed to focus specifically on recalling their 
individual personal experiences and the way each felt as a child leaving his or her former 
country, entering a new school and community and forming relationships with other 
children in the U.S. following resettlement.  Following a period of exploration, each 
participant was asked to show a movement, body posture or gesture (examples were 
provided by researcher) that encapsulated a recalled feeling from the first year in school 
in the U.S.  They were also directed to identify a word associated with this feeling (e.g. 
excited, scared, afraid, lonely, happy, nervous, relieved).  The group members mirrored 
these verbal statements and movements back to the individual.  There were several 
rounds in the circle to allow each participant to share several expressions.  
 Participants were provided five minutes to journal about responses to the 
experience, any memories, thoughts or feelings about their immigration experience that 
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might have emerged.  The journal entries were retained by the participants; the researcher 
did not review the journal entries.  Participants were encouraged to continue using the 
journal to reflect upon anything else that may come up following the workshop and to 
review these entries prior to the interview date.  The researcher then facilitated a brief 
verbal group processing in order for participants to share responses or discoveries with 
one another if they chose to do so.  The group workshop experience was closed by 
reconvening in the circle formation and engaging in simple breathing and grounding 
exercises in order to cool down and mentally quiet themselves before saying goodbye to 
one another.   
 
  3.7.3 Open-ended responsive interview.   
 The researcher conducted individual open-ended verbal interviews (40 minutes 
each) as scheduled with each participant.  The interview focused on three main 
objectives: understanding the participant’s childhood resettlement experience within the 
context of leaving his or her homeland; understanding the participant’s experience 
navigating social relationships and networking as a child following immigration, and 
understanding the contribution of the movement workshop experience to the recollection 
of childhood immigration experiences (Interview Guide, Appendix F).  
 
 3.7.4 Validation interview.  
 The researcher sent each participant a written description of the interview and then 
initiated a brief phone conversation (approximately 10 minutes) following the movement 
workshop in order to verify the account.  The validation interview served as an 
opportunity for the participant to confirm whether the researcher presented an accurate 
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representation of their experience and to clarify or elaborate on anything that was not 
correctly understood by the investigator.  No new data was collected at that time.  Any 
changes or corrections that the participants identified were integrated into the existing 
data.  Two participants confirmed the data as accurate and one participant made a slight 
change in the phrasing of a statement.  This small change was noted and integrated into 
the results. 
 
3.8 Data Collection  
 3.8.1 Movement Workshop Observation Notes (Appendix E) 
 The researcher wrote notes following the movement workshop with reference to the 
movements and associated words developed by participants to express their experiences 
and feelings in forming social relationships during resettlement.  The researcher used 
these notes to help the participants recall the movement experience during the open-
ended responsive interview process and for further inquiry.  The paper notes were stored 
without identifying information and shredded at the conclusion of the study. 
 
 3.8.2 Open-ended responsive interview. 
 The researcher conducted an individual open-ended responsive interview with each 
participant at a time arranged following the movement workshop.  The interviews were 
guided by a researcher designed interview guide (Appendix  F) with reference to the three 
areas of interview focus: understanding the participant’s childhood resettlement 
experience within the context of leaving his or her homeland; understanding the 
participant’s experience navigating social relationships and networking as a child 
following immigration, and understanding the contribution of the movement workshop 
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experience to the recollection of childhood immigration experiences.  The interview 
guide served solely as a guide.  If the researcher determined that further probing was 
necessary for elaboration or if the participant shared other information, she listened and 
encouraged sharing on topics that appeared to be most meaningful for the participant.  In 
writing about the qualitative interview process, Mertens (2005) encouraged researchers to 
tune into the meaningful content of the participant’s statements, and allow additional 
questions to arise.  Using this approach allowed the researcher to focus on the 
participants’ subjective experiences of adaptation in the cultural transition following 
resettlement and the specific ways in which each participant learned to navigate social 
relationships as a child. 
 The interviews were audio-recorded for purposes of accurate transcription and were 
stored in digital format without identifying information.  Following transcription of the 
interviews, all audio-recordings were erased.  A copy of each interview transcript was 
retained, without identifying information, in cd format in the research record, in a locked 
file cabinet in the Department of Creative Arts Therapies. 
 
3.9 Possible Risks and Discomforts to Participants  
 The risks of this study were considered to be minimal.  There were minimal risks of 
physical discomfort or injury occurring during the movement workshop portion of the 
study.  There was also the risk of distressing personal feelings or memories from the past 
getting stimulated during the movement workshop and/or verbal interview.  It was 
possible that the participants would experience mild anxiety regarding the group 
movement workshop and interview as they shared their childhood experiences.  There 
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was also minimal risk of loss of anonymity and confidentiality through written notes and 
audio-recording in the data collection process. 
 
3.10 Special Precautions to Minimize Risks or Hazards  
 In order to address the possible risk of physical discomfort or injury during the 
group movement workshop, all participants were given permission to stop at any point or 
modify any guided movements in a way that was comfortable for their own bodies.  All 
participants were led through a gentle warm-up to ready the body for movement and a 
closure at the end of the workshop that focused on breathing in order to bring their bodies 
back to a relaxed state.  In addition, guided activity was of low to moderate intensity and 
the majority of movements were self-generated by the participants.  Participants were 
told that they could choose not to participate or could interrupt participation at any time 
in any part of the study.  Participants were permitted to pass during the movement sharing 
to alleviate any feelings of discomfort.   
 The distance in time from childhood experiences was expected to minimize any 
distress associated with memories surrounding childhood immigration experiences.  In 
the group movement workshop, the closure section was designed to bring closure to any 
emotional arousal stimulated during the workshop.  Following the workshop, participants 
were given an opportunity to journal, discuss their experiences with other participants, 
and to participate in a movement closure which involved settling and grounding.  During 
the interview, the researcher allowed for time to respond to any emotions stimulated.  
Participants were made aware that they could choose not to any answer questions or 
terminate the interview altogether at any time.  A list of local mental health professionals 
63 
 
in the Philadelphia area was available for the participants if any memories or emotions 
arose during the course of the study that they wished to explore further in therapy. 
 In order to address the minimal risk of loss of anonymity and confidentiality, audio-
recordings, movement observation data sheets, and interview transcripts were retained 
without identifying information during the study.  The audio-recordings were erased 
following transcription.  Movement observation notes and the participant contact forms 
were destroyed by shredding at the conclusion of the study.  Interview transcripts were 
retained without identifying information in cd format and stored in a record of the study 
in a locked file cabinet in the Department of Creative Arts Therapies at Drexel 
University.  No names or other identification will be used in publication or presentation 
of the study.    
 
3.11 Data Analysis  
 After all interviews were completed, audio recordings were transcribed using a 
computer transcription procedure.   Following transcription, the data was analyzed using 
phenomenological methods.  This process involved: (1) epoche, (2) phenomenological 
reduction, (3) imaginative variation, and (4) structural description.  The result of this 
process was a rich description of the essence of the of childhood experiences of adults 
who immigrated to the U.S. between ages five and ten, with regards to how they learned 
to navigate social relationships and social networks.  Detailed records of the data analysis 
process were kept in order to allow for a dependability and confirmability audit once the 
research was complete (Mertens, 2005). 
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3.11.1 Epoche. 
 During epoche, the first stage of phenomenological data analysis, the researcher 
engaged in an internal reflexive investigation of personal biases in an effort to become 
more open and receptive to the phenomenon to be studied.  Epoche is useful in that it can 
help the researcher to become aware of preconceptions that one may have prior to the 
study with regards to the research subject (Moustakas, 1994).  During epoche for this 
study, the researcher identified preconceptions concerning immigrants, cultural transition, 
resettlement and adaptation, and social network formations.  The researcher also 
investigated personal history with immigrants and immigrant communities.  The 
identified preconceptions were noted in a journal and then set aside in order to support 
keeping an open mind about the data that arose from the participants’ interviews.  The 
epoche, along with personal reflexive journaling throughout the course of the data 
collection and analysis process, served to increase the credibility and confirmability of 
the research (Mertens, 2005).  
 
3.11.2 Phenomenological reduction. 
 The next step in data analysis involved phenomenological reduction.  
Phenomenological reduction is described as “graded pre-reflection, reflection, and 
reduction, with concentrated work aimed at explicating the essential nature of the 
phenomenon” (Moustakas, 1994, p. 91).  The experiences of each participant were 
carefully analyzed on an individual basis and a complete analysis of all participants’ 
experiences was conducted in order to find meaningful thematic connections or 
differences.   
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 Phenomenological reduction consists of four steps, including (1) bracketing, (2) 
horizonalizing, (3) clustering, and (4) organizing a textural description (Moustakas, 
1994).  Bracketing involves the process of close reading of the textural data and placing 
brackets around everything that is directly relevant to the research topic.  Horizonalizing 
is the process by which each statement in the brackets is given equally weighted 
importance and presumably holds a wealth of information regarding the essence of the 
individual’s experience, if exploration were to be pursued further.  Developing a close 
relationship with the data is extremely important in phenomenological research, as new 
thematic elements emerge over time.  Similar phrases and themes were grouped into units 
of meaning, while others that appeared to be extraneous were eliminated.  These 
clustered units of meaning were then organized into a narrative description of the 
phenomenon.  
 
  3.11.3 Imaginative variation. 
 The process of imaginative variation is unique to phenomenological research.  It 
involves the researcher’s use of his or her own imagination in envisioning the central 
study phenomenon in a completely different context in order to gain greater 
understanding of the essence and meaning of an experience (Moustakas, 1994).  The 
identified themes or clustered units of meaning were used to create a fictional narrative in 
a different context.  Following the creation and exploration of the imaginative variation, 
the themes or clustered units of meaning were revised and additions were made when 
necessary.  Moustakas (1994) wrote that the phenomenological researcher understands 
that there are many roads to finding truth, and through use of this research method,  
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“. . . countless possibilities emerge that are intimately connected with the essence and 
meanings of an experience” (p. 99).  
 
          3.11.4 Structural description. 
 The last step in phenomenological data analysis is referred to as structural 
description.  This process involves integrating the narrative descriptions of the 
phenomenon with the structural descriptions in order to most fully describe the essence of 
the experience (Moustakas, 1994).  This synthesized understanding was completed for 
each participant, and then an analysis of all participant data was conducted.  The 
structural description process helps the researcher to identify the essential structures that 
contributed to the experience of a phenomenon.  In this case, the phenomenon was the 
lived childhood experience of learning to navigate the social climate of the U.S. as an 
immigrant following immigration to between the ages of five and ten. 
 
 3.11.5 Composite analysis. 
 The composite analysis served in understanding of the essence of all three 
participants’ experiences of immigration, giving specific attention to the way in which 
they learned to navigate social relationships and network formation in the U.S. during the 
resettlement period.  The researcher compiled the major essences present in the data from 
the three verbal interviews into a table (Table 4: Essence of the Childhood Immigration 
Experience: Composite Data).   The table is followed by a synthesized narrative 
description of the essences of the childhood immigration experiences for all three 
participants. 
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CHAPTER 4: RESULTS 
 
 The purpose of this study was to gain greater insight into the lived childhood 
experience of adults who immigrated to the U.S. between ages five and ten, with regards 
to how they learned to navigate social relationships and form social networks.  The 
primary objective of this study was to understand the resettlement experience from the 
perspective of adults who were children at the time of cultural transition, with particular 
attention given to social interaction with others following immigration.  A secondary 
objective of this study was to explore possible uses for a movement workshop in which 
dance/movement therapy-based methods were utilized as a qualitative research tool.  
Participants were asked to embody memories and movements from childhood in an effort 
to stimulate reminiscence. 
 
4.1 Demographics of Participants  
 There were three adult participants enrolled in this phenomenological research 
study.  All participants immigrated to the U.S. at age nine.  Participant 1, male, age 34, 
immigrated to the U.S. from South Korea.  His lack of English proficiency drastically 
impacted his ability to socialize with peers upon arrival.  This was confounded by the 
lack of an ESL program at his school during the first year following his family’s 
resettlement.  Participant 2, female, age 32, emigrated to the U.S. from Syria.  Her 
experience was characterized by a strong sense of family and school support during the 
adjustment period, as well as pressure from her parents to thrive academically and catch 
up to her American-born peers.  Her English language skills allowed her to make friends 
with both foreign-born and American children upon arrival.  Participant 3, female, age 
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19, emigrated to the U.S. from Slovakia.  She spoke no English prior to arrival and 
struggled academically with a lack of initial support at her school.  She expressed feeling 
most comfortable socializing with other foreign-born children.  All three participants 
were associated with Drexel University and responded to the posted recruitment flyer.   
 
4.2 Overview of Data Analysis Process 
 The results are presented in the following manner: 
• Horizonalization and meaning clusters: The participants’ interviews were 
transcribed.  Essential data was kept and identical thoughts within a 
participant’s interview were represented only once.  The data was then 
grouped into clusters representing each subject’s experience.   
• The meanings were then integrated into a textural description.   
• The researcher then used imaginative variation as a phenomenological 
research process in order to elicit further themes. 
• Revised themes are presented following imaginative variation of 
participant experiences. 
• The structural description was explored and presented for each participant. 
• Finally, the composite experiences of the participants are compared and 
the essences of the experience identified. 
 
4.3 Participant 1 – Codes 
 The codes or themes that were extracted from interview transcript with Participant 
1 are presented below as horizonalized statements, arranged in meaning clusters.  Italics 
have been added to indicate movement-related statements. 
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4.3.1 Table 1 
 
 
 
Emerging Themes Related to Immigration and Social Interactions with Others for 
Participant 1 
 
Themes related to life in South Korea (prior to immigration) 
 
Themes # Exemplars 
Feeling Safe 6 • It was one of those places where you didn’t have to worry 
about security, everybody knew each other. 
• And also, since because most of the mothers were, you 
know, like, housewives, they kept an eye on everything.  
They knew what was happening, pretty much, at all times. 
• It was a very safe, isolated place. 
• Anybody who came into the little area, everybody knew 
about. 
• It’s not a place where a stranger would come in for any 
reason because there was nothing there for people to just 
come in to.  It’s not like there was a store or a supermarket 
or anything like that.  So… a random stranger would have 
no reason to just come in. 
• The place was bound by a mountain.  Like a wall, a 
stream, and uh, almost a highway… like an actual street.  
And that was the boundary where everybody knew not to 
go beyond. 
Community/Social 
Support 
1 • It’s one of those… almost a communal place.  Mothers 
would ask somebody else to watch the kids.  So, usually 
there’s, like, 1 or 2 mothers watching a whole slew of kids 
and everybody else doing something else... and you know, 
a take turns kinda deal.  So, it’s like a built-in nursery. 
Freedom to play 3 • There was, like, a playground and a mountain.  So the 
mountain became, like, an extension of the playground… a 
lot of people used to go up there.  So, a lot of big… fond 
memory was climbing up the mountain. 
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• The place was filled with, just fields.  
• People used to fish… and just pretty much, daily kid 
activity… getting muddy, running around, playing tags... 
and, uh, playing soccer and such. 
Confidence 4 • I used to lead the pack quite often.  I mean, like, you 
know… a lot of kids just followed me around. 
• And almost everybody knew me. 
• I mean, definitely more confidence.  And I had no 
problem, pretty much, bossing around other kids, too. 
• That was my personality then… I mean, very outgoing.  
Just very social and outgoing. 
Fearlessness 1 • I pretty much had no fear of things, like social interactions 
and stuff like that didn’t really bother me.  I remember 
being in a lot of, like, kind of, school plays and recitals 
and stuff like that… and, it didn’t bother me whatsoever. 
Impressions of the 
United States 
2 • I think [my parents] were quite excited.  It’s a new 
place… they had never been here and they had just been 
told, you know, that there are better opportunities and 
such, so… I think they were looking forward to it. 
• I mean, like, you hear about the big cities like New York 
and such.  I just remember… I was told we were going to 
Philadelphia and I had no idea where that was.  You just 
kind of hear big things.  I mean, let’s see… I don’t think I 
had seen a TV until I was, like, seven.  And no live radio 
back then, so… very little exposure to other things.  So, I 
didn’t know much about it. 
Leaving friends 
behind 
2 • I left all my friends back then.  I mean, at that time, I 
wasn’t really sad.  We told each other, “Oh we’ll see each 
other again.”  It was more of an excitement than sadness. 
• At the time, I didn’t know how to write a letter… like, an 
international letter, so I couldn’t send anything.  My 
parents used to keep in touch with [my friends’] parents 
and I would ask about them and such, and I was just told 
“oh, they’re doing fine.”  
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Themes related to life in the United States (following immigration) 
 
Difficulties 
making friends 
2 • In school, making friends were very difficult… because 
they were surrounded by other kids.  For a kid to get to 
know me, it took quite a bit of effort.   
• Now I understand that, actually… so I think for the 
most part, kids were just avoiding me.  They didn’t 
want to put the effort in.  So, I really didn’t make any 
friends for, like, years.  I’d say for about a year and a 
half, two years… I didn’t really make any friends. 
Changes in 
personal space 
norms 
3 • In Korea, the culture-wise, it’s much more close-knit.  
As in, people are more… in physical contact.  And it’s 
not a bad thing.  It’s not frowned upon.  But here, it 
just seemed like physical contact and such was more… 
kind of, looked down upon… It’s more of a taboo to be 
in actual physical contact.   
• It’s almost like a… violation of personal space.  As in, 
compared to there, it’s just kind of commonplace.  So, 
definitely… I mean, like, it just felt like you have a 
social restraint to not make contact until… like, given 
permission to do so. 
• Often, like, when… when I was growing up in Korea, 
play-fighting, it’s fine.  As long as, you know, like, 
nobody gets hurt, the teacher’s like “that’s fine.”  But 
here, it’s like… the teachers always were like “oh, do 
not touch him,” “stay away” or something.  You’re 
always reprimanded for actually making physical 
contact, so you end up not… making physical contact. 
Frustration related 
to communication 
6 • But after I came over here…. that was difficult.  For 
the most part, I couldn’t speak the language, and, you 
know… when you have a hard time communicating, 
social interaction really drops and you can’t make any 
friends. . . you can’t even try. 
• We even had language barriers in the ESL class, and 
we didn’t talk to each other mainly because it’s a lot of 
effort. 
• One girl from… I think she was born here, but she 
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spoke Korean.  But for some reason, she would not 
translate for me.  She was interacting well with others.  
But, I mean, I would come up to her and ask her: 
“Can you… blah blah blah… say something for me?” 
and she would just walk away.  And that was 
frustrating.   
• She would try not to engage me in any way… so that 
was kind of frustrating.  Just going - you could help 
me and you won’t.   
• About a year or so later, I moved to a different place… 
a Puerto Rican area.  And there, they have a little more 
family kinda… social ties.  I just remember hanging 
around with this one [Puerto Rican] kid.  He actually 
took the effort to… I just remember him teaching me 
things.  When I tried to say something, he would just 
kinda correct me – “on no, this is what you call it” and 
such.  So it made life a little easier… more tolerable.   
• Now I interact with a lot of people…international 
students.  But, it’s quite different because a lot of them 
learn to speak English before they came over and they 
were much more mature… grown up.  So, their 
adjustment… as sometimes difficult as it is… they 
could adjust faster.  And also, the social interaction… 
they could rationalize it much better as compared to 
me, when I came over, just going: “What the hell?  I 
can’t do anything.  I’m stuck.”   
Approaching 
social outcasts 
3 • I think I started making friends with literally the social 
outcasts, because they are easier to approach.  
• People who are usually left alone and pretty much in 
similar situations where most of the other kids do not 
talk to… they are definitely much easier to approach 
and talk to.  I don’t know, I guess, they are grateful for 
the company, or, at least, the ice-breaking, and so, 
they reciprocate pretty well.   
• I’ve gotten better at interacting with all sorts of 
people.  But, still, in a crowd of people, most likely I 
would seek out the people just kind of standing in a 
corner. 
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Observing others 4 •  I didn’t make too much eye contact.  It just felt like, if 
you made eye contact, you would have to talk to them.  
You know what I mean?  You can’t just sit there and 
stare at the person.  Usually when you make eye 
contact [is] during conversation or something.  
• I became more observant of things, instead of just 
interacting with people, I would just sit back and 
observe first.   
• I would try not to be noticed seeing people.  Even now, 
I have some difficulty making eye contact.  It just… 
makes me uncomfortable. 
• I became more cautious of things.  Definitely less 
outgoing.   
Identity 1 • I’m not too sure exactly how I would have changed if I 
stayed, but I definitely think it would be different… 
my personality would be different. 
Family support 3 • My aunt was here, my father’s older sister… and I 
believe she invited us to come in … probably mainly 
for the better opportunities and such. When we first 
immigrated over, we stayed with her for a few days, 
less than a week… and then we moved into our house.  
• The only person who immigrated over after us was my 
father’s younger brother.  They stayed in the 
Philadelphia area for awhile, then they moved to 
California.  So I haven’t seen them in… well over ten 
years.  And then my father’s youngest sister came 
over, but she was living in Germany… that was about 
it.  They came over, I think they’re still in the area. 
• After [my other relatives] came over, my parents 
usually took them around touring… Niagra Falls, New 
York, D.C., and stuff. 
Korean 
community 
2 • They were involved in churches, so I think the church 
members helped a bit, but… I don’t distinctly 
remember, like, the community coming in and helping.  
I just remember, like, we were not very social people.  
I mean, they would show up if they needed to, but… 
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and usually for some purpose.  They never just showed 
up for the hell of it and said “Hey! How are you guys 
doing?” 
• I mean… especially in Philadelphia, Korean 
community is fairly large… and you could, pretty 
much, get away with not learning any English because 
there’s enough Korean population…  you could get 
away with it.  
Being left alone 3 • I remember the first year or so, it was kind of rough.  
They worked, pretty much, from, like, dawn to dusk.  
And I didn’t see my parents too often. 
• I just remember that [my parents] were, pretty much, 
out the door before I woke up and they came home 
when I was about to go to sleep… I didn’t even see 
much of [my sisters] either. 
• For the most part, I was just kind of left alone.  I kind 
of wished there were other people, but no, that was 
about it. 
Changing 
landscapes 
3 • My parents… I forgot when... how many years later, 
they went over to visit… actually, I think my 
grandfather passed away… And they told me, when 
they went over, they went to visit everybody, too.  
And said the town that we grew up in, it was gone.  As 
in, like, there was a huge flood. 
• Apparently, it flooded, and take out everything.  So, 
they destroyed everything and put up condos… like, 
high rise condos.  And something about it did not 
appeal to me and I really had no desire to go back. 
• So, I mean, I can’t even go back and… For the most 
part, I was told… it changed completely.  So, if I go 
back, I wouldn’t recognize it.  It kinda really kills the 
motivation to go back.  At least for me. 
Unfriendly 
interactions 
2 • [In the U.S.] people were very… for the most part, 
very cold. 
• I mean, you know, back then… little place, everybody 
said hello and such.  Here, people just walk by you.   
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American schools 
perceived as lax 
4 • I mean, they take education much more seriously in 
Korea. For the most part, school is much more 
disciplined. Corporal punishment was still permitted 
at that time.  So, anything wrong and you pretty much 
get smacked.   
• And also, more cleaning discipline [in Korea].  I 
remember after every class, you have to sweep, mop, 
and wax the floor in the classroom. 
• So here, I found school to be very lax.  And I was 
surprised about it.  One of the things… like, you can 
even talk back to your teachers.  Here, I was just kind 
of surprised at how relaxed it was. 
• Saturday confused the hell out of us.  I remember 
going to school and remember the school being closed, 
and that baffled me.  I didn’t know anything about, 
like, school closings… I just went.  So that was 
confusing.  Another one was how they closed school 
for bad weather. 
Feeling left out 5 • I just remember [my first teacher in the U.S.] as being 
a very nice lady, but very little interaction.  For the 
most part, I was put in the… left back corner… and I 
was just there.  She didn’t try much to talk to me.  I 
mean, for the most part, very little communication.  
She left me alone for the most part. 
• In the school environment, like I already said… you’re 
trained not to, pretty much move in school because 
you’d get in trouble.  So you just kind of sit quiet and 
calm.  
• I just remember, a couple times… falling asleep in 
class… because it’s boring, there’s nothing to do.  And 
I remember the teachers not bothering to wake me up, 
mainly because what were they gonna do?  Just say: 
“stand up and do nothing?”  
• [I experienced feeling] left out, definitely.  Because… 
like, during recess.  I mean, for the most part, the 
concept of recess was kind of new.  The kids were 
playing around and I wasn’t too sure what the… I 
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guess, the social etiquette was.  I didn’t quite know 
what was happening.   
• I just kind of remember being ushered outside by the 
teachers, standing there going: “I have no idea what 
to do.”  And all the kids are just playing around… I’m 
just standing there, looking.  Just wondering what 
they’re doing.   
Less than optimal 
conditions 
2 • I mean, for the most part, they didn’t have a class 
designated for [English as a Second Language].  They 
had to convert a book closet into a classroom.  
• I just remember at summertime and such, it was just 
miserable… because there was no ventilation.  It was a 
closet.  It was pretty bad.   
Stress on family 
ties 
2 • I just remember, moving here seemed like a lot of 
stress for [my parents].  Never really had a discussion 
with them about the matter.   
• When I was in Korea, I never heard [my parents] 
argue.  Here, I used to hear them argue more often. 
Not feeling safe 4 • It was definitely a restricted area.  I mean, I lived, at 
the northern edge of North Philly… quite violent 
place.   
• We were limited to, pretty much like a two-block 
radius.  Otherwise, there was a good chance of, you 
know… getting shot. It was definitely less safe.  For 
the most part, it didn’t really occur to me how unsafe it 
is.  Until... a couple of people I knew died.  One or two 
cocaine overdoses.  Some shot. 
• It just kinda dawns on you later how unsafe the area 
was.  I remember going Trick or Treating, first time, 
and… my parents wouldn’t let me go without an 
escort.  And that was kind of baffling because I never 
needed an escort before.  Even when I was younger, 
we didn’t need babysitters or escorts. 
• My parents were very cautious about… letting us eat 
anything without checking because it’s much higher 
prevalence of bad things happening.   
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Themes related to participating in the group movement workshop 
 
Movement related to 
memory 
5 • The memory of running around, chasing people, 
playing tag and stuff like that… that’s more dominant 
in my memory than just walking along places. More… 
high energy activity.  
• After I immigrated here, it was much more docile.  You 
know, not much running, not much climbing… a lot 
less activity.   
• I can’t remember how to mimic climbing the mountain.  
That was a tough one.  But the movement-wise, for 
some reason, climbing a mountain is… something that 
comes to my mind quite often when I think of 
movement… I think it’s one of the more fond 
memories.  That, I think, and freeze tag. 
• It was just more of the physical activity, the physical 
exertions [in the workshop] that helped better.  I 
mean, I don’t remember using physical motion to 
express the emotion… didn’t really trigger much for 
me, but just kind of walking… remembering the 
movement.   
• As you tried to remember the movement, more things 
came into mind. 
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4.3.2 Textural description - Participant 1. 
The textural description will next be described for Participant 1.  Italics have been 
added to indicate movement-related statements.  This textural description revealed that 
life in his small village in South Korea (prior to immigration) was characterized by an 
overall feeling of safety and comfort.  He felt supported by his close-knit community and 
experienced a sense of freedom when playing outside in nature.  He “used to lead the 
pack quite often,” and described himself as being “very social and outgoing,” 
“confident,” and “fearless.”   
His experiences following immigration were characterized by an overall feeling 
of loneliness.  He perceived that people appeared to be much less friendly in the U.S. and 
stated that in comparison to his village in South Korea: “Here, people just walk by you.”   
He suddenly experienced a new sense of caution and restraint that was suddenly expected 
to be practiced while playing outside.  Despite earlier excitement about moving, he 
eventually felt a sense of loss regarding the flood destruction of his former village.   
With no English language skills, he experienced loneliness and frustration in his 
inability to communicate with peers.  As a result, he experienced struggles with making 
friends for years.  Other students were not able to interact with him and ended up leaving 
him alone most of the time.  He felt “stuck.”  He stated: “I think for the most part, kids 
were just avoiding me.  For a kid to get to know me, it took quite a bit of effort.”  He felt 
frustrated with an American-born peer who spoke Korean but refused to engage with or 
translate for him.  He began to avoid eye contact with others and took on the role of 
“observer” in an attempt to learn about the culture without being noticed.  His personality 
shifted drastically and he became “docile” and “more cautious of things.”   
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 Participant 1 recalled that his first teacher in the U.S. sat him in the back of the 
room and did not attempt to include him in class discussions or lessons for the entire 
school year.  He felt ignored and bored in school: “She didn’t try to talk to me.  I mean, 
for the most part, very little communication.”  He recalled: “I just remember, a couple of 
times… falling asleep in class because there’s nothing to do.  And I remember the 
teachers not bothering to wake me up…”  Without any help with translation, he felt 
neglected and described feeling “invisible.” 
 
4.3.3 Imaginative variation - Participant 1. 
 Sam is an outgoing child with many friends.  On Christmas Eve, Sam is riding in 
the car with his mother on the way to his aunt’s house when a drunk driver hits their car.  
His mother, who did not sustain any injuries, is deeply concerned as Sam is initially 
unconscious following the accident.  After regaining consciousness and undergoing 
several tests in the hospital, the doctor informs his mother that the impact from the 
oncoming vehicle has caused a severe head injury, damaging his eardrums and causing a 
permanent loss of hearing.  Sam’s parents are distraught and decide to move his family 
across the country to be closer to his extended family.  
 Sam is nervous to start his new school.  On the first day, he wanders the halls and 
sees his peers busily chatting with one another, but he hears nothing.  He sees their lips 
moving and cannot connect with anyone because he is not able to understand what they 
are saying.  This school does not have a special program for students who are hard of 
hearing, nor do they have any staff proficient in American Sign Language (ASL).  His 
classroom teacher, feeling somewhat helpless as to how to communicate with him, 
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assigns him a seat and goes along with teaching the rest of the class.  Sam looks at the 
teachers and the students interacting but feels lost regarding the content of the lesson.  He 
discovers there is another student who has deaf parents and can communicate using sign 
language.  This student just wants to fit it and feels embarrassed that her parents are deaf.  
She decides not to engage with or translate for Sam.  He feels frustrated and confused as 
to why this peer will not help him. 
 During lunch, his fellow students steal glances in his direction, wondering why he 
is not interacting with anyone else and soon word travels that he is unable to hear.  Sam 
feels the eyes of others on him and wishes he could disappear.  Feeling helpless in some 
ways and wanting to interact but not knowing how, he shrinks back into the corner of the 
cafeteria and watches the other children.  He doesn’t want anyone to see him watching so 
he avoids eye contact and steals glances whenever he can, but he truly wishes someone 
would approach him and put in the effort to understand his story.      
 Over the next few years, a teacher is hired to help Sam and another deaf student, 
who enrolls after him, to catch up with their peers by becoming fluent in ASL and 
learning to read lips.  Although Sam can now understand what others are saying, he still 
has feels nervous approaching peers in social interactions.  He begins by approaching 
other students with special needs or other social outcasts because they seem grateful for 
the company and appear more understanding of his struggles.  Sam catches up to his 
peers in academics but continues to feel cautious when meeting new people. 
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4.3.4 Revised themes - Participant 1. 
 Following the imaginative variation process, new themes that the researcher 
discovered in relation to the experience of Participant 1 included: 
 Loss of voice 
 Feeling helpless 
 Wanting to be included & accepted by peers 
 Standing out as different 
 Social stigma 
 Wanting to be invisible 
 Wanting interaction from others but not knowing how to achieve this 
 
 4.3.5 Structural description - Participant 1. 
 The structures that were most relevant to the experience of Participant 1 were the 
lack of transitional support at school, at home, and in the community.  These structures 
will be explored further in an attempt to more fully understand the essence of the 
experience for this participant surrounding the time of immigration and resettlement 
during childhood.  A composite analysis will be provided following the 
phenomenological reduction for all three participants. 
 Without any language support, this participant felt somewhat silenced in his new 
home in the U.S.  He could not communicate with others, which drastically affected the 
confidence and sociability that he described having in his village in South Korea.  The 
lack of attempts to communicate from his teacher led to his feelings of being invisible 
and the eventual ESL classroom that was held in a transformed book closet with no 
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ventilation contributed to feelings of neglect.  This institutional decision served to 
communicate the message that his needs were not a priority to the school administrators.   
Participant 1 recalled that the church in the Korean community was large and was 
available for support.  However, he described his family as “not very social” and did not 
recall receiving much outreach from these homoethnic community members unless help 
was specifically asked for on a particular matter.  He also mentioned the fact that his 
parents were not home often due to their long work hours in an attempt to ease financial 
stress through small business ventures.  When his family later moved to a Puerto Rican 
community with more of a focus on inclusion and support, he was befriended by a boy 
who assisted him with his English language skills.  He recalled the support from this 
friendship fondly and stated: “…It made life a little easier… more tolerable.”  
  
4.4 Participant 2 – Codes 
 The codes or themes that were extracted from interview transcript with Participant 
2 are presented below as horizonalized statements, arranged in meaning clusters.  Italics 
have been added to indicate movement-related statements. 
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4.4.1 Table 2 
 
 
 
Emerging Themes Related to Immigration and Social Interactions with Others for 
Participant 2 
 
Themes related to life in Syria (prior to immigration) 
 
Themes # Exemplars 
Safety  2 • I felt very free to play and stuff, but I think my parents sort 
of just created an environment for me and didn’t, you 
know, make a big deal of it, but now I know that it was 
sort of… “No, don’t go over there” … you know? 
• I guess, thinking back, now I know why, but… you know, I 
never felt, like, restricted. 
Separate 
religious/ethnic 
communities 
3 • For summers, and things like that, we went to an area 
called… The Christian Valley, because I’m Christian and 
most of the country is Muslim and so we always 
vacationed in certain spots where we could… you know, 
wear a bathing suit! Or just, kind of, be safe around other 
kids like us. 
• There were even, like, certain neighborhoods, and maybe 
they were lower socioeconomic status… just not as safe or 
whatever.  We didn’t just go play by ourselves in the city 
where we would be free to...  I mean, we did, but it was a 
Christian neighborhood… so when we went to this so-
called Christian valley to vacation, we’d go all day, all 
day and night, no one would know where we were 
because, you know, we traveled together from village to 
the next, and just a bunch of kids… we would go to the 
pool, we’d hang out with each other… but it was safe. 
• There was also a group of, like, gypsies… they would 
travel through and … rent those houses, especially the 
ones that were the lower levels because they were cheaper 
to rent.  And I remember seeing them and being told: “Oh, 
those are gypsies, you can’t play with those kids.” 
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Mature 
personality 
2 • I remember being a quiet kid.  Just sort of hanging out on 
my own, entertaining myself.  I was one of the first kids in 
the family… and hung out with, a lot of adults. 
• I sort of grew up very quickly, like, I would say things 
that were beyond my age, they would say, like my 
mannerisms, because I was around adults. 
Social interactions 2 • Mostly, the kids that I was friends with lived near me.  
• I had a variety of different kinds of friends, like I do now. 
Play experiences 4 • You know, girl stuff.  Like, she would, umm… let us 
dress up and put makeup on. 
• One of my other friends wasn’t very much like that.  So 
we would… watch Tom and Jerry and, like, a couple of 
years later, I remember watching, um… Inspector Gadget. 
And then there was this Japanese anime we used to really 
be into. 
• There was like a local… park, near where we lived… we 
would go there. 
• There also was this stage when I was kinda tomboyish… 
we would find bugs and we would, like, cut ‘em and see if 
their arms moved. 
Focus on future 
generations 
6 • I guess [my parents’] thoughts were: “what happens to the 
next generation?”   
Like, you bust your butt basically to… the highest 
achievement there is to become… an engineer or 
physician or something like that. 
• There were 25 doctors in every corner and you still had a 
pretty bad quality of life.  Economically, there was no sort 
of moving up.   
• There was a great social life, but they worried about other 
things.  So, like here, we work a lot but you have a chance 
to… get the things we want in life, whether they be 
material or not.  But... some people argue that we work 
too much and we don’t have a good social life. 
They’d do a lot of family gatherings, all this sort of stuff, 
but then at night when they go to bed, they’re, like, 
worried.  What do I do?  How do I feed my family?  You 
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know?  What’s their future gonna be like? They just didn’t 
see that the future would be that great. 
• So… that really translated into what things were like when 
we got here because they were like: “You have to get 
great grades” and “You have to be the best” and, you 
know, this was what they brought us here for, so you 
know… it was very important. I’m sure they would have 
done that there, too.  But they knew that here, we would 
get something out of it. 
Leaving 
relationships 
behind 
3 • I never really understood what that was like for them, you 
know… just to leave.  I knew it must have been hard to 
leave the family, leave all their friends, leave this really 
nice life that they had, just for that possibility that we 
would get something better. 
• The day we were leaving … I remember, our parents were 
packing things and [my friend] was over.  She was just 
like: “You’re going to America!” and we were screaming, 
we were jumping on the bed, like, this is so great, this is 
the best thing ever!  And then… once we stopped for a 
minute, we, like, thought about it and we were like… oh 
yeah… it’s sad, we’re leaving each other.   
• It caught up to us and she gave me this pen… she said “I 
want you to write me” … and we realized it wasn’t as 
great as it seemed and we kinda knew we would lose 
touch, just ‘cause life would do that. 
 
Themes related to life in the United States (following immigration) 
 
Restriction on 
freedom 
3 • As far as being allowed to just go and be gone all day… 
that didn’t happen. 
• There were all these restrictions about who you hang out 
with and where are you guys going and what do you mean 
you’re doing this… 
• I couldn’t sleep over a friend’s house.  No way… that was 
the worst.  ‘Cause … “We don’t know that family” you 
know?  “I don’t know what they do in their house” … it 
was a lot of restrictions… very different from back home. 
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Shift to outgoing 
personality 
4 • But then, after I came here, I realized… that I became 
completely opposite.  And who knows if that would have 
happened [in Syria] anyway… but I was very open and 
loud and social… very outgoing. 
• And so I don’t know whether that was, just, you know… if 
I’m reading too much into it, like, I developed those sort 
of mechanisms to get noticed, or whether it was just 
something that would have happened. Because I am 
similar to other members of my family… so I’m not sure.   
• I was definitely much more quiet there and much more 
outgoing here. 
• I think that the whole move, really, I believe, shaped who 
I am today.  Big time. 
Social Interaction 3 • Maybe it’s just something that isn’t in my memory, but I 
don’t remember being as isolated [after immigrating] as, 
like, some of the other people said they were.  I think it 
was because maybe there was that Italian immigrant in the 
class, too, so I wasn’t the single, only one. 
• By the second year, I lived in a different house where I 
was in a neighborhood with, like, lots of kids… so I was 
friends with, you know, the neighbors, and the people 
whose house we rented and stuff… 
• I felt like I had a pretty integrated childhood, as far as 
playing with other kids… American kids. 
Frustration related 
to communication 
1 • My younger brother [age 5 at immigration]… I think he 
had a much harder time.  You know, just in school… 
throwing a fit, he doesn’t wanna go, he doesn’t understand 
anybody.  He wasn’t even in school yet… I had [English] 
for about two years [before immigrating].   
Being perceived 
as different 
5 • I never felt, really, like, outcast still, but… I was definitely 
different.   
• I remember getting called all kinds of crazy names.  I 
mean, I was friends with them, but it was just jokes, you 
know.  I didn’t take huge offense, but I still remember it.  
They would be like: “Oh Sand Scratcher,” you know? 
“Camel Jockey” … and it wasn’t, like, persistent and for 
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years… and it didn’t change my personality, it didn’t get 
me down.  I was just kinda like: “Whatever, you’re just 
being crazy” and that was it, you know.   
• But, I will say, I always knew [I was different]… I don’t 
know if other people noticed.   
• I’ve asked my friends before, as I got older.  I’d say: “Do 
you see me as being different than you?  ‘Cause 
sometimes I feel just like you and sometimes I feel like 
I’m so different and … do you see that?”  And they’re 
like: “Oh yeah, we see you as like any one of our friends, 
but we definitely know you’re different.” 
• I was interested in how other people saw me and whether 
it was like how I saw myself.   
Biculturalism 1 • I had this, like, mixture of two worlds, I guess. 
Drive to succeed 2 • I don’t know how I got so competitive, but I guess I’ve 
been always competitive because I remember saying to 
myself: “I’m gonna learn this fast” and “I’m gonna be 
smarter than all these kids” and I remember, I had already 
gone through 4th grade in Syria… but, they said, you 
know, you’re appropriate, you should go into 4th grade 
again ‘cause you’re 9 years old, right?  And I said: “This 
is ridiculous! Why do I have to repeat this class?”  You 
know?  But it was good, obviously, because… I kind of 
knew the level of material… I just needed do it in this new 
language. 
• I just developed this very strong independence and, you 
know what I mean, and just said: “I can do whatever I 
want.”   
Preservation of 
culture 
2 • My mom was the first to marry a Syrian in the family, so 
she had a very… you know, Armenian upbringing and 
awareness.  So my dad, in order to win her family over, 
learned to speak Armenian fluently, and so, when I was 
young, they spoke together in Armenian and sent me to an 
Armenian school, actually.   
• I mean, my parents… they had some American friends, 
for sure, but it was mostly… you know, we spoke Arabic 
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at home… even though they knew we were learning 
English and they obviously wanted us to do well, they 
also... didn’t want us to forget Arabic or our culture so 
they would still keep us involved. 
Family support 1 • My 2 uncles [immigrated, as well].   Two of my dad’s 
youngest brothers… my aunt came, his sister, several 
months or maybe a year later or something like that and 
then… some of them went back and forth because they 
were like: What are we doing here? This is crazy.  You 
know, you go from this very social life to being sort of 
isolated… even though they had us, it was still just not the 
same.   
Syrian community 3 • My dad knew… his best friend in Syria had a sister... I 
remember him very specifically, and… this best friend 
had two sisters here in the United States.  One was in 
Pittsburgh, one was in, like, Phoenix, and so, she would… 
visit in the summers.  So they got to know her.  She 
actually became… my only brother’s godmother when he 
was, like, first baptized and stuff.  
• There was [a Syrian community in Pittsburgh], yeah.  Not 
huge, but pretty good for a city that size, I guess.   
• I had told you that one family, they were sort of almost 
like our relatives, you know?  They were just very close 
and she was my brother’s godmother and… she had been 
here for many years, so she was… she was pretty Syrian 
here though, but her husband… was born here and he was 
Syrian, so you know, there was a good mix.  Their kids 
were Americanized enough… they barely spoke any 
Arabic.  So, you know, we became friends with them and 
sort of, that helped us transition a little bit.  There were a 
bunch of Syrian families, some Lebanese families, so… 
we definitely maintained. 
Financial 
&employment-
related concerns 
4 • My parents were trying to work and… some way to 
support us and so they traveled back and forth a few times 
and then they decided to come because they realized… 
you have those feelings of: “Well, we miss home,” but 
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you go back and you’re like, “Oh yeah, I remember why I 
left.” 
• My dad came here first.  You know, just to see… “Is this 
somewhere I want to bring my family?” and… stayed with 
them for, like, 8 months.  He ended up getting a job at 
Exxon labs.  And… eventually he left it because … 
degrees have to be… like recognized here.  When… we 
all came, he still worked at Exxon but he wanted to move 
up and forward and couldn’t do that… He was basically a 
tech… and so, he was like: “This is crazy, I know way too 
much for this.”   
• He ended up… having a series of businesses.  Now he has 
a restaurant, it’s all he ever wanted to do… It’s Middle 
Eastern. 
• We got into, like, manufacturing of clothes, and then they 
downsized.  I remember working, like real young at the 
machine, and I dunno, I guess… again, it’s like, part of 
that growing up very fast, because I was, like, alright, I 
just help out, that’s what I do.  But… then we downsized 
and then we had those same machines so they did, like, a 
custom-made tailoring and alterations and pick-up dry 
cleaning and my dad was like “This is crazy… you know, 
I’m not doing this!”  I mean, “If I’m not gonna work in 
my… you know, tutoring or whatever, then I’m going to 
open a business that I want.” 
• He periodically taught Arabic at the local schools, like, the 
colleges in Pittsburgh… and now [my parents] still have 
the tailoring and the restaurant. 
Feeling supported 
in school 
3 • Mrs. Rose [first teacher in the U.S.].  She was… just was 
so… welcoming and…  I remember going there for the 
first time and she greeted me at the door.  She was trying 
to talk very slowly and trying to communicate with me as 
best she could and asked me questions… I understood 
more than I could speak back to her, but… that was just 
really nice.   
• She wanted me to still be part of the class and not spend 
my whole time separated, so she would let me do 
assignments… She said: “Just do as much as you can in 
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English, and what you don’t…” You know, she just 
wanted to keep my mind working. And so, I wrote stories 
in Arabic for the first, you know, several months, until I 
got used to … I tried very hard… I didn’t wanna be left 
behind. 
• And we had this… I don’t know if it was an English as a 
Second Language program per say, but we had this special 
teacher, and… this little old man.  I don’t remember his 
name.  He was so sweet.   
Changing 
impressions of 
homeland 
2 • So there was definitely was that divide that I guess I didn’t 
recognize as a child, but going back to visit… more and 
more, you know, I would understand what the dynamic 
was like, and the society, and the beliefs, and sort of what 
really was going on, and I would see.   
• I would drive through those neighborhoods… I didn’t 
even know places like this existed because I was protected 
from it.   
Physical touch 2 • Our culture is very touchy feely… and I learned that I 
have to understand who I’m with here because people 
misunderstand it, or they misinterpret it.  
• And it’s pretty… interesting because I went through a 
stage where people were like “Oh, you’re too aggressive” 
… and I had a friend who was really cool with that and 
she was very, you know, normal about it.  And another 
friend in the same group… who was very: “Okay, I’m 
awkward, I can’t even hug you.”  You know what I mean?  
There’s a definite difference.  And I behaved the same 
way… in both cultures, but there’s definitely more 
awareness of it here.  You know, you have to be careful. 
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Themes related to participating in the group movement workshop 
 
Reflections on 
personal 
movement 
patterns 
3 • I noticed that… as a person in general, I am very aware of 
like, my body, and… if I’m not holding something or 
playing with something… I have a weird time just 
standing there doing nothing.  I don’t know what that 
means… I just noticed that about myself.  
• You know, if I’m in a new situation, it’s worse.  I think I 
do that because it distracts me and others… from looking 
at me and just being like, “Okay what’s she… ?”  I’m 
just… a little awkward sometimes.  You wouldn’t think 
so… but I am.   
• I had an awkward stage and I think it’s probably normal, 
like, teenage stuff… you know, it felt like: “The whole 
world is looking at me.”   
Movement related 
to memory 
3 • … I’d forgotten about some of the stuff that I used to do… 
and I was like “Oh yeah, I used to do gymnastics.  So 
some of it… brought back some of those emotions.  
• I don’t know which came first, you know… when I got 
excited when I was thinking about my friend when we 
were happy and jumping up and down… you know, 
whether I got excited and then I did the movement… 
• I don’t know whether the movement necessarily… made it 
easier for me to remember or be back in that moment… so 
I can’t really tell you for sure.  But… it goes together. I 
remember getting really excited [when I did the 
movement], almost like my heart started to race, almost 
like “Oh man, I wish I could see her again,” you know 
what I mean?   
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4.4.2 Textural description - Participant 2. 
The textural description will next be described for Participant 2.  Italics have been 
added to indicate movement-related statements.  This description revealed that life in 
Syria (prior to immigration) was characterized by an overall feeling of safety, support, 
and security within the walls of their Christian community.  Following the move to the 
U.S., she felt that her freedom was significantly restricted.  She was suddenly required to 
constantly update her parents on where she was going and with whom she was spending 
her time.   
Participant 2 felt pressure from her parents to succeed academically in the U.S.  
Following immigration, her competitive nature kicked in and she recalled saying to 
herself: “I’m gonna learn this fast and I’m gonna be smarter than all these kids.”  She felt 
welcomed by her first teacher and staff at her new school in the U.S.  She experienced the 
patience and understanding of her teacher as extremely supportive during the transition 
period.  She felt confident in her own ability to overcome academic and social challenges 
in her new home. 
Although she was quiet as a child in Syria, her personality shifted drastically 
following the move overseas.  She recalled: “I was very open and loud and social… very 
outgoing.”  She wondered aloud whether she had “…developed those sorts of 
mechanisms to get noticed, or whether it was just something that would have happened.”  
She felt confident in social networking and was comfortable approaching others.  She 
was able to initiate relationships with both foreign-born and American-born peers. 
Participant 2 always felt different than others following immigration.  She was 
called names like “Camel Jockey” and “Sand Scratcher,” but didn’t let it bother her.  
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While she didn’t “take huge offense,” she noted that she does “still remember it.”  She 
was interested in the way others saw her and if it was the same as the way she saw 
herself.  She described her life as “a mixture of two worlds.”  At times, she felt 
misunderstood because of her use of physical touch in interactions and was sometimes 
labeled as being “too aggressive.”  She eventually became more aware of this cultural 
behavior in her interactions with others. 
 
4.4.3 Imaginative variation - Participant 2. 
 Kayla is an African American girl living in Tennessee in the 1960s.  Her parents 
raised her in a supportive and loving environment and kept her sheltered from much of 
the violence and racism that has occurred in their area, especially actions by the Ku Klux 
Klan targeting African Americans.  She has grown up surrounded by many adults and has 
spent much time on her own reading and writing stories.   
 A new law has recently been passed allowing African American children to be 
bussed to previously Caucasian-only schools.  Kayla is excited about the opportunity to 
attend schools with more resources than her current school and is looking forward to 
receiving, what she perceives to be, a better education.  Her parents both stress that she 
needs to work hard and succeed academically in this new educational environment.  They 
continue to preserve their cultural heritage by attending an African American church, 
cooking traditional foods, and singing gospel music together.   
Her first classroom teacher is extremely supportive and allows her to catch up 
with her peers at her own pace.  There are other African American students in her school 
and despite feeling visibly different, Kayla does not feel isolated or ostracized by the 
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Caucasian students.  She takes on an outgoing personality and is very friendly towards 
the Caucasian students, attempting to show them that she is no different from them.  She 
makes friends with many different groups of peers, joining various sports teams and 
participating in social clubs.  Some of her African American peers have different 
experiences and find this new social environment stressful and challenging to navigate.   
Although Kayla experiences some obvious stares and derogatory name-calling 
from her Caucasian peers, she does not let this bother her.  She feels confident in her 
abilities and soon catches up to the Caucasian students in academics.  As an adult, she 
observes that she has been sheltered by her parents from much of the racism targeting 
African Americans in an effort to help her along the path to success. 
 
4.4.4 Revised themes - Participant 2. 
 Following the imaginative variation process, new themes that the researcher 
discovered in relation to the experience of Participant 2 included: 
• Proving abilities to others 
• Fearlessness 
• Confidence in abilities 
• Comfort in support from others 
• Being sheltered  
• Feeling included 
• Importance of preserving cultural heritage in new cultural climate 
• Excitement about opportunities to succeed 
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 4.4.5 Structural description - Participant 2. 
 The structures that were most relevant to the experience of Participant 2 were: 
family, community and school support in cultural transition, highly educated parents, and 
the experience of being teased by peers about her ethnic heritage.  These structures will 
be explored further in an attempt to more fully understand the essence of the experience 
for this participant surrounding the time of immigration and resettlement during 
childhood.  A composite analysis will be provided following the phenomenological 
reduction for all three participants. 
In Syria, the structure that largely contributed to her experiences of safety and 
security was the tight-knit religious community to which her family belonged.  Living as 
a member of a Christian religious minority in a majority Muslim country, she described 
having mostly Christian friends and recalled vacationing in the “Christian Valley,” where 
children were free to wear bathing suits and roam the countryside.  Her parents forbid her 
from associating with local gypsy children and encouraged her to remain within a 
specified area at all times.  Although Participant 2 recalled feeling safe, she 
acknowledges that her parents kept her somewhat sheltered from the world of poverty 
and danger existing outside of their community.   
Another important structure was her highly educated parents.  This contributed to 
an experience of feeling pressure to succeed academically.  Her parents reminded her 
often that they came to the U.S. to give her and her brother “a better future” and were 
told: “That’s what you need to focus on.”  By providing support and encouragement, they 
helped to instill in her a sense of confidence, which translated into her approach to social 
relationships, as well.   
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 The supportive approach of her teachers played a large role in her experience of 
the transition at school.  She recalled meeting her classroom teacher for the first time: 
“She was trying to talk very slowly and trying to communicate with me as best she could 
and asked me questions… I understood more than I could speak back to her, but… that 
was really nice.”  This teacher allowed her to write stories in Arabic for the first few 
months before she could write in English.  She recalled always feeling included, despite 
her language skills being at a different level from most students: “She wanted me to still 
be part of the class and not spend my whole time separated.”  Her previous English 
language training was another structure which positively contributed to her ability to 
quickly catch up to American-born peers in academics.   
The experience of being teased by peers about her ethnic heritage contributed to 
this participant’s underlying feelings of being “different” from others.  Although she did 
not let this form of bullying faze her in going on to form many social relationships at 
school and in the community, she stated that she can “still remember it.” 
   
4.5 Participant 3 – Codes 
 The codes or themes that were extracted from interview transcript with Participant 
3 are presented below as horizonalized statements, arranged in meaning clusters.  Italics 
have been added to indicate movement-related statements. 
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4.5.1 Table 3 
 
 
 
Emerging Themes Related to Immigration and Social Interactions with Others for 
Participant 3 
 
Themes related to life in Slovakia (prior to immigration) 
 
Themes # Exemplars 
Freedom 2 • You could just run around the whole day and, like, your 
parents wouldn’t even care where you are… because, like, 
you know everyone who’s there, so, like, no one’s going to 
hurt you or anything.  
• So, it’s really different… you’re not as dependent on your 
parents as you are here when you’re a child. 
Social interactions 3 • The kids [in Slovakia] are like… you know everyone, so, 
like, you’re friends with everyone… you know their 
names.   
• It’s not like here where you’re, like, sitting in the front and 
you don’t know the kids names in the back.  You know 
everyone and you communicate with them. 
• I had, like… 4 close friends. 
Play experiences 1 • As a nine year old… you don’t really go the city as much 
yet… so you just stay in the village with your friends and 
you, like, play tag or, like, hide and seek and stuff… you 
walk around the village and stuff. You bike… 
 
Themes related to life in the United States (following immigration) 
 
Initial adjustment 4 • I know my parents planned on us coming but I didn’t know 
for sure.  So, I was kind of excited… but then, like, once the 
day came, it’s like… you realize that, like, you won’t see 
[family in Slovakia] for a long time.   
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• Once I stepped on the plane… it was this huge plane… 
and I was like “oh my god, it’s going to fall.”  So I 
thought, like, we were going to fall [out of the sky]… That 
was my first time [on an airplane], so… it was scary. 
• My younger brother [age 6 at immigration] … he really 
hated it here.  He would just be like: “I wanna go back, I 
wanna go back” like, every minute of life here.  But now, 
like, once you go back… he’s like “I don’t wanna live 
there anymore.” 
• I think [my older brother, age 13 at immigration] adjusted 
better than my brother and I because he… spoke 
English… he was learning it… in Slovakia.  So, like, he 
knew some stuff, but like, I or my younger brother knew 
nothing.  So it was harder for us. 
Friendships 5 • In Chicago, I was usually just friends with the Polish girl 
and the Czech girl… and then, here [in Pennsylvania]… I 
don’t even think I had friends in fifth grade because I 
came here, like, in May so it was the end of the school 
year… you go, like, on field trips and … you don’t even 
need to talk to anyone…  
• But then in sixth grade, yeah.  I had, like, one friend.  She 
was also Polish… she didn’t speak Polish, but, like, her 
parents were Polish, so she just spoke American.   She 
was born here.  And her parents were born here, but, like, 
her grandparents were born in Poland, so, like, her 
grandparents taught her father to speak Polish. 
• I guess it was better to, like, have friends whose parents 
were more foreign because they understand where you’re 
coming from.  Like, when I have friends from America, I 
don’t think they understand… like, what obstacles the kids 
who come here face. 
• The friendship is so much closer in Slovakia than here.  
The friends are more loyal to each other than here.   
• When something happens here… I don’t tell my American 
friends.  I just go on and chat with my friend from 
Slovakia and just tell her.  Even though I’m not with her, I 
trust her more than… some Americans here. 
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Restriction on 
freedom 
1 • I remember when I came to Chicago and I asked my mom 
if I can go somewhere and she’s like “Where do you 
wanna go?” and I said, like, somewhere outside, and 
she’s like “Well you can’t go here by yourself.” And I was 
like “What??” ‘Cause you’re so used to going everywhere 
by yourself, even if you’re, like, 6 [years old]…  
Being perceived 
as different 
3 • I still feel like I’m, like, different because I’m, like, 
foreign.  So I still have that, like, stronger relationship 
with my friends from Slovakia…  
• You feel, like, different.  Like, you’re from a foreign 
country… you experience different stuff and you speak a 
different language.  You know, like… not like you know 
more stuff but you experience more stuff so you’re, like, 
more smarter and stuff.  You know what I mean?  So, like, 
I still feel, like, that stronger trust back at home, with 
people. 
• Making friends, and, like, getting along with people… it’s 
really hard because they’ll like start bullying you and 
stuff… you just get, like, frustrated as a kid.  Now I 
wouldn’t care, I would just be like: “go away” but, like, 
when you’re a kid, you take it… differently.  They just 
call you names like “stupid” or stuff like that. 
Identity 1 • And, like, you’ll never forget what you’ve been through.  
‘Cause it’s, like, part of you. (pause) At least, I hope I 
don’t forget.  I mean, I didn’t forget for ten years, so… I 
really hope I don’t forget. 
Citizenship & 
legal issues 
4 • Here you… come here, you have visas for three months 
and then you’re, like, here illegally… you can’t even work 
anywhere.  So, like… it’s not even worth it to be here.    
• My dad, he has a… United States citizenship and my older 
brother has a United States citizenship.  But my younger 
and I and my mom just have a green card. It’s like… a 
permanent residence card.  Like, you can live here… 
you’re here legally.  You’re just not a citizenship of 
America.  You can’t vote.  I know with the green card… 
you can’t go out of the country for a whole year.  You can 
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only be out for, like, 6 months at once. 
• At first I didn’t want to [get U.S. citizenship] because I 
wanted to work for the Slovak embassy in New York and 
I know you needed to be a Slovak citizen… But now, 
they, like, changed the law that, like, if you become a 
citizen of the United States, you automatically lose your 
Slovak citizenship.  So, that’s why I won’t get it.  
‘Cause… I don’t wanna lose, like, my citizenship of like, 
where I’m from.  And like, it’s voting… it’s okay.  I don’t 
have to vote [laughs]. 
• My brother still has a dual citizenship because he got it 
before that rule came into effect.  I think it came into 
effect, like, last year. 
Preservation of 
culture 
3 • At home [my mom] doesn’t want us to speak English 
because she says that we’ll, like, forget Slovak.  So, like, 
we don’t speak English at home. 
• Like I said, my younger brother didn’t go to school [in 
Slovakia] so… [my mom] thought that… if we would 
only speak English, from the day we came here… I would 
forget.   
• But the thing that helped me a lot… there was this Slovak 
website… it’s called… Pokeheads… It’s like a chat 
website where you can just go on and chat to people… I 
think that helped me a lot with, like, my writing skills in 
Slovak. 
Financial & 
employment-
related concerns 
5 • I think a lot of people came to the United States… people 
who are older in generation, they still came to the United 
States because, like, twenty years before… you could 
come here and you could… work and get so much money.  
But now, since there is Euros… more people are going to 
Europe. 
• We started building a house there because… my parents 
wanted to live in Slovakia… My dad went first… to the 
United States, by himself…. to, like, work, to get money 
to finish the house, but then he decided that it’s a better 
life [in the U.S.] for us.  So then my mom went after him 
and… they went back and forth for, like, a couple of years.  
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And then when I had my first communion, they came back 
to get us and that’s when we came here… all of us.   
• They just came here first because, like, you can’t afford 
everything at once to pay… all the airfare tickets, you 
know?  So we stayed with my grandparents and they just 
came here. 
• They came to New Jersey, where my uncle lives… my 
dad’s brother.  And my dad worked for construction for a 
while and then my mom… she cleaned houses.  And 
then… a few years later, they moved to Chicago… 
because my dad’s brother… got married, so, like, they 
didn’t want to be in his way.  So, they moved to Chicago, 
where my mother’s brother lived and they moved in with 
them.  And my dad started driving a truck… all over the 
United States, like a truck driver.  And then my mom… 
she worked at the airport. 
• The only way I would live there is if I would go and get a 
good job.  But, like, I would not go and… live on the east 
coast of Slovakia… because that’s, like… the poor area of 
Slovakia where I came from… I would just go and live to, 
like, the capital city.  ‘Cause that’s, like, the main city, 
and, like, every business, everything is there. I would be 
really stupid to go there and get like 3 Euros an hour.   
That’s like nothing.   
Family support 4 • My aunt and uncle came to pick us up [when we first 
arrived]. 
• My mom has two brothers in Chicago and my dad has one 
brother here in New Jersey. 
• I knew we had, like, family here, but I mean, they’re, like, 
my dad’s cousins so like I’m not in contact with them… 
but they were here before us… 
• My cousin… is like five years older than me, so she 
helped us a lot with our homework and stuff. Like, 
translated and she told us what to do and stuff…. it was 
really helpful.   
Stress on family 
ties 
4 • My dad was here for a long time without us, so… I don’t 
have as strong relationship with my dad as my mom.  I 
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was with my mom, like, more than my dad, so… you 
grow that strong relationship.   
• My mom came home, maybe like, every three months, 
every six months, but my dad was like a year, maybe 
two…  
• My mom wanted her dad to come here, but… there’s this 
visa that you have to get, and… they declined it for him.  
So… he wasn’t able to come here.   
• My dad’s parents came here when my father’s brother… 
got married… but my mom’s parents have never come. 
Difficulties 
related to 
language 
5 • It was, like, really hard to… communicate.  But… you get 
used to it.  
• They didn’t put me in [ESL] because they thought that I 
spoke English...  I don’t know where the heck they got 
that from… 
• In Chicago… even in Pennsylvania, when I came here in 
fifth grade… I felt, like, excluded… ‘cause, like, I didn’t 
speak any English.  And, like, some of the American 
names are so hard to pronounce.  Like, I remember, I 
couldn’t pronounce… “Christopher”… I was just like: 
“Oh my god, I will never learn English.”   
• In Chicago, my ESL teacher was Polish.  And there was 
like, a lot of Polish kids, so, like… I knew more Polish 
than English [laughs].   
• I guess… it was helpful, but at the same time, I was mad 
at [my teacher] because… you’re supposed to teach 
English, not… Polish. 
Eastern European 
community 
2 • In Chicago, where we used to live… you could go 
anywhere and just speak Polish.  You could go to the 
bank and… they see you… and they just start talking 
Polish, like, automatically. 
• With my dialect, I could get along with, like, some [other 
Eastern European] kids. 
Academic 
struggles 
5 • I got D’s and then my dad went to school and, like, yelled 
at them that I don’t speak English… I wasn’t in math for, 
like, a whole year. Because instead of math, I had ESL. 
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• I didn’t have a time for ESL… it was during class. Like, 
Monday was social studies… and I was supposed to have 
social studies, but… instead of social studies, I had go to 
ESL.  So, I would miss what I was supposed to do in 
social studies.  It was, like, really weird. 
• The teacher came up to me and she was like: “You 
haven’t been doing your social studies homework” and I 
was like: “What are you talking about?”  Like, she gave 
out homework… the day I was in ESL… I didn’t know I 
was supposed to do it.  I was scared to go and ask the 
teacher what I missed.   
• In seventh grade, I still fell behind, but then… in eighth 
grade, I was supposed to take pre-algebra, but then I asked 
the teacher if I could just go to algebra 1… it was so 
easy… so he moved me up.  And then finally in high 
school, I thought that I caught up with everyone because I 
was taking… [Advanced Placement] classes with… the 
kids that were, like, born here… so, it was like: “Oh, I’m 
at the same level.” 
• If I didn’t know the language and there was no one to, 
like, help me… I would just, like, not do the homework.  I 
would be just like: “Screw this, I’m not doing this.”  Like, 
you get frustrated… so it’s really hard. 
Eye contact 3 • … Americans don’t like when you look at them… like, 
stare at them.  So that’s one thing that I realized… like, 
you can’t stare at people here for a long time. 
• So then in Slovakia, you… look at people.  Everyone looks 
at people there. 
• Because… all of the like Americans are uncomfortable 
and I’m living here for ten years, so when I go to 
Slovakia, I’m like “Go away, don’t look at me.”  [laughs] 
Reflections on 
growing up in 
Slovakia 
2 • [In Slovakia], when we wouldn’t listen, [the teachers] 
would, like, hit us with the ruler… it was really strict back 
then. 
• I think the life for kids is better here… because of more 
freedom is better there, but like the smoking, alcohol, and 
drugs, its better here… so much better here. 
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Themes related to group movement workshop experience 
 
Movement related 
to memory 
3 • I didn’t have to think about it a lot.  Like, the answers [in 
the movement workshop].  Like, when you asked the 
questions, the answers just popped in my head. 
• I think… um, it was probably the movements, too, but I 
think it was more that, like, the two [other participants] 
were there.  ‘Cause it, like, helped me remember…  I just, 
like, added on what I remembered.   
• Sometimes when I’m in school, I have to think about stuff. 
And [in the movement workshop], it just popped in my 
head, like right away. 
 
4.5.2 Textural description - Participant 3. 
 The textural description will next be described for Participant 3.  Italics have been 
added to indicate movement-related statements.  This description revealed that for this 
participant, life in Slovakia was characterized by feelings of comfort and security.  She 
felt free to play outside and engage in positive social interactions with peers.  Following 
immigration, she felt that her freedom was significantly more restricted and her parents 
suddenly required that she have adult supervision for many activities that she had 
previously been able to do on her own in Slovakia. 
 In the U.S., Participant 3 felt frustrated with academic difficulties and her lack of 
ability to speak English.  She felt that her needs were overlooked and neglected by her 
teachers.  Her sense of strength and resiliency shone through in her drive to succeed and 
catch up with American-born peers.  When her classroom teacher confronted her about 
her failure to complete social studies assignments that were assigned while she was in 
ESL class, she recalled feeling helpless.  She stated: “I didn’t know I was supposed to do 
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it.  I was scared to go and ask the teacher what I missed.”  She experienced her teacher as 
intimidating, rather than supportive.    
 She also felt frustrated by her ESL class due to the fact that both her teacher and 
many students in class spoke Polish and used the time to speak to one another in Polish, 
rather than working on improving their English skills.  She felt grateful to her cousins for 
helping her to understand her homework assignments and stated: “If I didn’t know the 
language and there was no one to, like, help me… I would just, like, not do the 
homework… You get frustrated… it’s really hard.”  She felt a sense of pride when she 
was able to catch up with American-born peers in high school.  She stated: “I finally 
thought I had caught up with everyone because I was taking [Advanced Placement] 
classes with… the kids that were, like, born here…”    
Participant 3 recalled feeling “different” from American-born peers and felt 
somewhat targeted at school for her inability to speak English.  She also felt confused and 
misunderstood by others as she noted cultural differences for norms of behavior in social 
interactions.  She quickly learned that sustaining eye contact for long periods of time was 
not welcome behavior in the U.S., whereas this was typical in Slovakia.  She recalled 
many difficulties communicating to English speakers in the U.S., but stated that: “…you 
get used to it.”  In particular, she described feeling excluded by American-born peers for 
her lack of language proficiency in English.   
Participant 3 experienced a strong sense of cultural identity following 
immigration to the U.S.  She discussed this in relation to feeling different from 
American-born peers: “Like, you’re from a foreign country… you experience different 
stuff and you speak a different language.”  Although she felt included among foreign 
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peers, she still experienced being different from them in that she was from Slovakia, not 
Poland (like many peers in her community).  She felt that immigration has profoundly 
influenced the person she is today.  She stated: “…you’ll never forget what you’ve been 
through.  ‘Cause it’s, like, part of you.  At least I hope I don’t forget.” 
 
 4.5.3 Imaginative variation - Participant 3. 
 Over the past year, Regina has been struggling academically and falling behind in 
her classes.  She has difficulty reading and it seems to take her much longer than her 
peers to get through reading assignments.  It feels like as hard as she tries, she cannot 
catch up to the other students academically and is often picked on by her peers.  During 
standardized tests, in particular, Regina has difficulty finishing on time and her scores 
place her in a low percentile for her grade.  Regina is embarrassed to speak with her 
teacher about these difficulties and does not know how to ask for help.  As a child, she is 
also unaware that she can receive support as a student with a learning disability.   
 At the end of the school year, her parents see her report card and test scores and 
are furious.  They know how intelligent their daughter is and are also aware that she has 
Dyslexia, a learning disability that causes her to mix up certain letters and numbers in 
both reading and writing.  Regina’s parents make an appointment to speak with the 
principal of her school and explain that Regina has Dyslexia and needs extra support 
from her teachers, especially during examinations.    
 Regina is given extra reading support and is allowed extra time on examinations.  
After a few years, her grades begin to improve and soon she is taking honors classes.  She 
feels relieved to have caught up to her peers and proud of her accomplishments.  She has 
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integrated her learning disability as part of her identity and feels most comfortable 
interacting with others who have also had challenges to overcome in their lives because 
she feels they are more understanding of her experiences. 
 
4.5.4 Revised themes - Participant 3. 
 Following the imaginative variation process, new themes that the researcher 
discovered in relation to the experience of Participant 3 included: 
• Feeling helpless 
• Feeling embarrassed 
• Being judged by others 
• Thriving with support 
• Feeling proud of successes in catching up to American peers  
• Camaraderie with others who have also faced challenges 
 
 4.5.5 Structural description - Participant 3. 
 The structures that were most relevant to the experience of Participant 3 were: a 
sense of family support, lack of language support in school, a large coethnic community, 
the experience of being bullied by peers, and the ability to maintain communication with 
peers in Slovakia.  These structures will be explored further in an attempt to more fully 
understand the essence of the experience for this participant surrounding the time of 
immigration and resettlement during childhood.  A composite analysis will be provided 
following the phenomenological reduction for all three participants. 
 The first structure to be examined is family support.  Participant 3 stated that she 
felt extremely supported by her immediate and extended family members throughout the 
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transition.  While her parents were living in the U.S. for two years prior to bringing the 
children over, she and her brothers stayed with her grandparents in Slovakia.  She was 
able to maintain communication with her parents, although she stated that she developed 
a closer relationship with her mother than her father since she was able to visit more 
often.  However, her father provided a clear supportive role in advocating on her behalf 
for English language support at her school in the U.S.  This participant also shared that 
her cousins were integral immediately following resettlement by helping her understand 
her homework assignments.  She stated: “If I didn’t know the language and there was no 
one to, like, help me… I would just, like, not do the homework… You get frustrated… 
it’s really hard.” 
 Another structure that contributed to her experiences of life in the U.S. following 
resettlement was the lack of language support provided when she first entered her new 
school in the U.S.  Her teacher appeared to lack understanding with regards to her 
challenging situation.  Once she was placed in a language support class, she found that 
her teacher and the majority of the students in the class were Polish.  Much of the ESL 
class time was spent speaking Polish to one another, rather than focusing on English 
language skills.  The lack of language support contributed to the experience of being 
bullied by peers and called names like “Stupid” for her inability to speak English.   
 Her family moved to a community with many Eastern European immigrants.  
Participant 3 described this community to be supportive in her ability to make friends.    
For example, she recalled that her first friendship in the U.S. was with an American-born 
peer whose grandparents had emigrated from Poland.  She stated: “I guess it was better 
to, like, have friends whose parents were more foreign because they understand where 
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you’re coming from.  Like, when I have friends from America… I don’t think they 
understand… like, what obstacles the kids who come here face.”  She recalled that her 
Slovak language skills as helping her to relate with other Eastern European peers in the 
U.S. and described a sense of camaraderie and comfort from other from foreign peers that 
she found to be supportive in her transition experience.    
The ability to maintain close friendships with peers in Slovakia using modern 
technology served as a supportive structure in her ability to navigate the challenges in the 
transition.  She stated: “When something happens here… I don’t tell my American 
friends.  I just go on and chat with my friend from Slovakia and just tell her.  I trust her 
more than… some Americans here.”  Technology available during the time following 
immigration made regular communication with friends and family members in Slovakia 
possible. 
 
4.6 Role of Group Movement Process in the Verbal Interview 
 
 Participants for the most part minimized the role of the group movement process 
in contributing access to their childhood memories.  However, the accounts of their 
childhood immigration experiences were rife with movement images and references.  
Movement images and references have been italicized in Emerging Themes Tables 1-3 
and Textural Descriptions.  These images and references are listed below for each 
participant. 
 For Participant 1, key movement images and references in the verbal interview 
included: climbing up the mountain and being followed around by other children in his 
village in South Korea, being reprimanded for making physical contact and violating 
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“personal space” in the U.S., feeling “stuck” due to an inability to communicate with 
others following immigration, standing alone during recess, feeling more comfortable 
approaching others who were also alone, becoming more “docile,” and observing that as 
he tried to remember childhood movements, “more things came into mind.” 
 For Participant 2, key movement images and references in the verbal interview 
included: playing freely with other children within the confines of the barriers her parents 
had set for her safety in Syria, jumping on the bed with excitement with her best friend 
upon hearing the news of her family going to the U.S., restricted freedom of movement 
and play following immigration, helping out with the machine in her parents’ clothes 
manufacturing business, her first teacher in the U.S. greeting her at the door and walking 
slowly with her, differences in cultural norms for physical touch and being labeled as 
“too aggressive,” feeling like everyone was looking at her, and observations about her 
own movement patterns and whether they may have been part of mechanisms to get 
noticed by others and to distract others from her, depending on the social context or 
situation.  She also shared that when she did the movement while sharing the memory of 
jumping on the bed with her best friend, her heart started to race and she wished that she 
could see her friend again.   
 For Participant 3, key movement images and references in the verbal interview 
included: freedom to play outside all day in her former village in Slovakia, stepping onto 
an airplane for the first time on the journey to the U.S., restricted freedom to play 
following immigration, her aunt and uncle coming to pick them up when they first 
arrived, the ability to go anywhere in her neighborhood in Chicago and speak to others in 
Polish, fear of going up to speak with her teacher in the U.S., and observed differences in 
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cultural norms for sustained eye contact.  She also commented that during the movement 
workshop, the memories just “popped in my head,” as compared to school, where she 
typically needs more time thinking before answering. 
 
4.7 Composite Analysis 
 The following analysis will serve to support understanding of the essence of all 
three participants in their experiences of immigration.  Table 4 presents these essences as 
synthesized composite data.  Each essence has been assigned a rating of weak, moderate, 
or strong.  These ratings were determined by the researcher by taking into account 
various factors including: the tone or inflection of voice used during the interview and/or 
movement workshop, nonverbal movement behavior (e.g. body posture), and frequency 
of exemplars regarding each essence.  Table 4 is followed by a narrative explanation of 
the essences of the childhood immigration experiences shared by participants. 
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4.7.1 Table 4 
 
 
 
Essence of the Childhood Immigration Experience: Composite Data 
 
 
Essences Participant 1 2 3 
Loss of voice S W M 
Feeling helpless S W M 
Feeling frustrated S W S 
Feeling invisible S W W 
Feeling different* S M S 
Desire to prove self equal to American peers W S M 
Feeling of being misunderstood* M M M 
Standing out* M M M 
Feeling targeted W M M 
Recalled experiencing name calling W M M 
Comfort with American peers W M W 
Comfort with foreign peers (or those with immigrant parents)* S S S 
Confidence in abilities (in the U.S.)* M S M 
Feeling of being supported in school W S W 
Feeling of being supported at home* M S S 
Feeling of being supported in the community* M S M 
Interest in returning to native country W M S 
 
Key: S = Strong; M = Moderate; W = Weak 
* = Indicates primary essences 
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   4.7.2 The essence of the childhood immigration experience. 
 
 The essence of the experience of immigrating to the U.S. as a child and learning 
to navigate social relationships and form social networks appeared to be individually 
subjective for each participant.  The information from the data analysis process and in the 
composite table revealed that while there were a number of variables that were different 
to the experience of each of the three participants, there were also a number of 
commonalities.   
The primary essences from the results were those instances in which the ratings 
for all three participants were in the moderate to strong range (see Table 4).  The primary 
essences identified were: feeling different, feeling of being misunderstood, standing out, 
comfort with foreign peers (or those with immigrant parents), confidence of abilities (in 
the U.S.), feeling of being supported at home, and feeling of being supported in the 
community.  The essences which represented individually variant responses ratings were: 
loss of voice, feeling helpless, desire to prove self equal to American peers, and interest 
in returning to native country. 
In discussing social interactions with others in the U.S., all three participants 
spoke about feeling somewhat misunderstood by others.  Each of the participants 
observed cultural differences in norms for social interaction and hypothesized that this 
may account for misunderstandings with American-born peers.  Participant 1 noted that 
upon arrival, Americans appeared cold and unfriendly in comparison with people he 
knew from his village in South Korea.  He also observed that Americans seemed less 
comfortable with close proximity in interactions.  Participant 2 discussed the fact that her 
use of physical touch in social interactions was often misperceived as aggressive by 
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native-born Americans.  Participant 3 discussed the fact that Americans appeared to be 
uncomfortable with sustained eye contact.  Over time, each of the participants became 
more aware of how these cultural differences affected interpersonal interactions in the 
U.S. 
 They also all experienced feeling different from their American-born peers due to 
the challenges they had faced (e.g. language barriers, separation from family members 
and friends).  They all experienced feeling that they stood out, as well, to varying 
degrees.  Two participants discussed feeling more comfortable with foreign-born friends 
or those whose parents or grandparents had immigrated because they felt that they were 
more understanding of the difficulties involved in the immigrant experience.  Another 
participant spoke about a strategy he developed for approaching others in choosing social 
outcasts since they seemed less intimidating and more grateful for the company.  While 
some recalled name calling, standing out or feeling targeted by peers, the degree to which 
it affected them differed.   
 Language was discussed in all three interviews as affecting socialization to 
different degrees.  Participant 1 had no English language skills at arrival and felt a loss of 
the ability to interact with others.  He began to avoid eye contact with others and tried to 
learn by observing without being seen.  Participant 2 had a grasp of English prior to 
immigrating and felt confident interacting with American-born peers in the U.S.  She 
discussed this as a factor that may have helped her in the transition.  She also noticed that 
her younger brother, who had no English language skills, had a much more difficult 
transition.  Participant 3 struggled with English and observed that her older brother who 
knew English prior to arriving also appeared to have an easier transition.   
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 It is clear that the degree to which transitional support was available in schools 
during the period following resettlement significantly affected the adjustment of the 
participants.  Participant 1 entered a school with no ESL program and felt ignored by his 
teacher and the other children for the first year following immigration.  He recalled 
feeling bored at the back of the classroom and would sometimes fall asleep.  Participant 2 
had a positive experience because she felt supported by her teachers who displayed 
understanding and patience of her transition process.  Participant 3 recalled that her lack 
of proficiency in English went unnoticed and her teachers neglected to provide ESL 
services for her until her father intervened on her behalf.  Both Participants 1 and 3 
experienced feeling somewhat helpless.  Neither of them were unable to understand 
lessons in English and did not know how to advocate on their own behalf.   
 All three participants recalled their parents spending a lot of time working, either 
trying to make different small businesses successful or working long hours trying to 
make ends meet.  Participant 1 recalled being left alone often because his parents would 
leave for work before he woke up and would come home after he had gone to bed.  He 
stated that he often wished there were more people around.  Participant 2 recalled helping 
her parents with their laundry business as a child.  She was the only participant to stress 
her parents’ pressure on her to be successful in academics.  Participant 3 spoke about her 
father driving a truck all over the country and being gone a lot, contributing to the 
development of a closer relationship with her mother.   
 The degree to which the participants felt supported by community and extended 
family in the U.S. varied, as well.  The families of all participants were able to make 
connections with at least one family or individual already living in the U.S., which 
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appeared to help with the transition.  Participant 1 spoke about a large Korean population 
but stated that his family was “not very social” and did not have extensive interactions 
with these community members.  He did state, however, that one could get away with not 
learning any English if they remained within the barriers of this Korean community.  
Participant 2 discussed being introduced to several Middle Eastern families living in their 
area.  Participant 3 recalled many Eastern European families living nearby.  She recalled 
community members assuming she was Polish and speaking to her in Polish, rather than 
English.   
 The participants had different views on returning to their home country, either to 
visit or move back.  Participant 1 spoke about the flood devastation that had completely 
changed the landscape from his childhood memories.  He stated that he had no desire to 
return.  Participants 2 and 3 discussed having returned to visit family and friends.  They 
each appeared to see their former homeland with new eyes as adults and discussed 
aspects that they had not fully understood as children.  Participant 3 continues to maintain 
close relationships with her friends in Slovakia and has considered moving back in the 
future.  However, she stated that if she did return, she would move to the capital city 
rather than the small village where she lived as a child. 
Regarding the group movement workshop, Participant 1 discussed the fact that he 
found it difficult to imitate his favorite childhood activity from South Korea, climbing a 
mountain, and found the guided walking portion to be more useful in triggering 
memories.  He also observed that while he was outgoing, social, and very active in his 
former country, he became “docile” following the move to the U.S.  Participant 2 noted 
her tendency to fidget with her hands and wondered whether this could have begun as a 
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coping mechanism to distract others from looking at her.  She was unsure about how 
much the movements contributed to recall; however, she did state that when she was 
reenacting jumping on the bed with her friend while sharing the memory of being excited 
to move to America, she felt her heart racing.  Participant 3 stated that she appreciated the 
opportunity to share experiences with others who had immigrated during childhood and 
was also unsure about whether the movement aspect contributed to her recollection.   She 
stated that hearing and watching the other participants appeared to assist recall. 
All three participants expressed that they believed that the move to the U.S. had 
greatly shaped the person they are today.  Participant 1 stated: “I’m not too sure exactly 
how I would have changed if I stayed, but I definitely think [my personality] would be 
different…”  On thinking about her own personality shift following immigration, 
Participant 2 stated: “I think that the whole move, really, I believe, shaped who I am 
today.  Big time.”  Participant 3 spoke about the move as a significant life event: “And, 
like, you’ll never forget what you’ve been through.  ‘Cause it’s, like, part of you.  At 
least, I hope I don’t forget.” 
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CHAPTER 5: DISCUSSION 
 
5.1 Discussion of Results with Reference to Literature 
 
 Emerging themes related to the essence of the experience of immigrating to the 
U.S. as a child and learning to navigate the social landscape will be discussed in relation 
to several topics that were reviewed in the literature.  Specific areas from the literature 
that will be discussed include: social integration and networking, sense of identity, 
approaching challenges, financial and employment-based stressors, loss related to 
transition and leaving relationships behind, racial issues and discrimination in 
immigrants, mental health risks for immigrants, and transition support in schools and 
communities.   
 
5.1.1 Impact of social support on the immigration experience for children. 
 According to the results, the degree to which participants felt supported in school, 
at home, and in the community following immigration, varied and was prevalent in the 
essence of the experience for all three participants.  On the broad topic of social 
integration and networking, the experiences of these participants serves as an example of 
a few ways in which social support, or the lack thereof, can affect the essence of the 
experience for the immigrant child.  Berkman et al. (2000) discussed the positive impact 
that participation in social networks can have on self-esteem, social competence, and self-
efficacy, in relation to social integration and adjustment.  The words of the participants in 
this study highlight several ways that immigrant children experience loss, specifically: 
leaving relationships behind (loss of community) and leaving places behind (loss of 
familiarity), resulting in expressed experiences of isolation.  Social relationships (with 
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both American-born and foreign-born peers, teachers, direct service workers, etc.) 
appeared to play an important role in learning to navigate social relationships and in 
feeling supported throughout the challenges of cultural transition. 
The topic of loss was discussed in the literature with regards to cutting ties and 
leaving relationships and experiences behind in the old country.  Related themes that 
emerged in the interviews included: “leaving friends behind,” “changing landscapes,” 
“leaving relationships behind,” and “stress on family ties.”  Participant 1 stated that as a 
child, he did not know how to write an international letter and therefore, lost contact with 
all of his friends in South Korea.  He shared that he experienced another kind of loss, as 
well, upon learning of the flood destruction to his former village.  He stated: “I was 
told… it changed completely.  So if I go back, I wouldn’t recognize it.  It kinda kills the 
motivation to go back.”  Participant 2 shared a memory regarding the loss of a 
relationship with her best friend.  She recalled her friend asking her write: “…and we 
realized it wasn’t as great as it seemed and we kinda knew we would lose touch, just 
‘cause life would do that.”  
 Thoits (1982) discussed the “buffering effect” of social support on distressing life 
events.  She argued that individuals with a strong social support network might be better 
equipped to cope with challenges throughout the immigration, resettlement, and cultural 
adjustment period.  In the case of Participant 1, the lack of social support appeared to 
have a significant impact on his transition to life in the U.S.   He described his first year 
as “kind of rough” because his parents left for work before he woke up and didn’t get 
home until after he was asleep.  He stated: “For the most part, I was just kind of left 
alone.  I kind of wished there were other people…”  At school, he recalled that his 
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teacher also “left me alone for the most part.”   He recalled that he “didn’t make friends 
for, like, years.”  With no ability to communicate due to his lack of English language 
proficiency, he became more of an “observer” in order to cope with a challenging 
situation.  In comparison, Participant 2 was surrounded by support at school and in the 
community.  She became “social… and very outgoing” and made connections with 
various social networks, which appeared to serve as a “buffer” for the challenges of 
cultural transition.  For Participant 3, the presence of her immediate family (parents and 
two brothers), as well as the support of her grandparents, whom she and her brothers 
lived with 2 years prior to immigration while her parents were in the U.S., appeared to 
support her ability to cope with the challenges leading up to and following resettlement.   
 For the immigrant child, his or her parents often serve as the front-line support 
during this period of transition.  Aronowitz (1992) found that parental attitudes had 
significant predictive value in determining the ability of the child to cope and adapt to life 
in the U.S.  Participant 1 recalled that his parents “were quite excited” prior to the move.  
Following immigration, he observed that “moving here seemed like a lot of stress” for 
them and they argued more often.  Participant 2 shared that her parents had emigrated 
from Syria to give their children more opportunities for success in the future.  Therefore, 
there was significant pressure on them to excel academically.  Her parents instilled 
confidence in the abilities of their children to do so.  In the case of Participant 3, her 
father’s advocacy on her behalf (in order to ensure that she was receiving the proper 
English language support) was indicative of his support and wish for his daughter 
become successful in academics.   
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 Ahktar (2009) theorized that the feeling of being alone is actually inherent in the 
immigration experience in that immigrants are leaving the familiar behind in exchange 
for the unknown.  One factor that has served to isolate immigrants in the U.S. is the 
inability to communicate with others for lack of English proficiency.  Participants 1 and 3 
had no English language skills prior to immigration and shared experiences of frustration 
surrounding communication and difficulties in school.   
 Espiritu & Wolf (2001) found that children with English language skills prior to 
immigration might have higher self-esteem than immigrant children with no previous 
English language training.  While Participant 2 did have some previous knowledge of 
English and described herself as “social” and “outgoing,” she observed that her younger 
brother (who had no prior English training) seemed to have a harder time adjusting to life 
following resettlement.  Similarly, Participant 3 noted that her older brother (who also 
had some previous English training) appeared to adjust better than both she and her 
younger brother had. 
 On the topic of approaching challenges in cultural transition, Yakushko et al. 
(2008) highlighted the common experience of decreased socialization among resettled 
immigrants due to experienced loss of community.  Participants 1 and 3 clearly 
experienced decreased socialization immediately after immigration.  This was, in large 
part, due to their lack of proficiency in English.  Participant 1 described the experience of 
community in his former country as “communal” and stated: “everybody knew each 
other.”  Similarly, Participant 3 said: “You could just run around the whole day… 
because, like you know everyone who’s there…”  Following their immigration to urban 
areas in the U.S., both participants described initial difficulties making friends.  Without 
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the ability to communicate easily, they became somewhat isolated initially following the 
move.  In comparison, Participant 2 was raised in a close-knit religious community in 
Syria.  Following immigration to the U.S., she was able to connect with a sense of 
community in her neighborhood and school by making friends with a diverse group of 
individuals. 
 Ahktar (2009) stated that since immigrants are often isolated by language, values, 
and traditions, immigrants commonly gravitate towards homoethnic relationships in their 
new country.  These relationships can provide a sense of belonging, kinship, and comfort.  
Participant 1 shared that in Philadelphia, Pennsylvania: “Korean community is fairly 
large… and you could, pretty much, get away with not learning any English.”  Participant 
2 described finding support in the connections her family made with other families of 
Syrian descent living in their community following resettlement.   
 Zhou (1997) wrote about the tendency for distant relatives or friends of 
acquaintances who are contacted during the immigration process to become incorporated 
into a new social support network to assist with resettlement and adjustment to life in the 
U.S.  Participant 2 recalled many friendships at school and in her neighborhood, 
including one Syrian family that became “almost like relatives.”  This new social network 
appeared to support her to bridge the gaps between life in Syria and life in the U.S.  She 
stated that the children of this family were “Americanized enough” and recalled: “…that 
helped us transition a little bit.”   
 Homoethnic individuals are not always supportive and helpful to new immigrants.  
Ahktar (2009) describes another group of immigrants who might choose not to associate 
with homoethnic individuals.  The focus for these individuals is on adopting 
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characteristics of their new culture and cutting all ties with an identity that is associated 
with minority status and “underlying feelings of Otherness.”  Participant 1 shared 
frustration in recalling an American-born peer who spoke Korean but refused to translate 
for him.  He hypothesized that this may have been related to a fear of standing out as 
different from her American peers. 
 Portes and Rumbaut (2001) discussed the role that co-ethnic communities play in 
helping to integrate new world and old world cultural values in the acculturation process 
for immigrants.  The experiences of these participants reinforce that sentiment to a certain 
extent.  Participant 1 shared that he did not make any friends for almost two years 
following immigration until his family moved to a Puerto Rican community.  He noticed 
a difference in this co-ethnic community: “…they have a little more family kinda… 
social ties.”  His new friend helped him improve his language and social skills.  
Participant 2 spoke about her family’s connections with other Middle Eastern 
communities in Pittsburgh, Pennsylvania.  Participant 3 discussed the large Polish 
community in Chicago, Illinois, where her family resettled.  She stated: “… You could go 
anywhere and just speak Polish.”  She recalled that her closest friendships following 
immigration were all from Eastern European backgrounds and commented: “I guess it 
was better to have friends whose parents were more foreign because they understand 
where you’re coming from.”   
Ahktar (2009) wrote that while friendships with American natives can help the 
immigrant to bridge the old and new worlds, immigrants may hold homoethnic friends 
closer and feel that something is lacking in the relationship with Americans.  Participant 
3 shared that she trusts her friends in Slovakia more than her American friends and 
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stated: “I don’t think they understand… like, what obstacles the kids who come here 
face.”  She also stated: “The friendship is so much closer in Slovakia than here.  The 
friends are more loyal to each other than here.”  Participant 2 differed in her experience 
and stated: “I feel like I had a pretty integrated childhood, as far as playing with other 
kids… American kids.”  In comparing his friendships in South Korea with those in the 
U.S., Participant 1 noted that the culture of his village in South Korea was “more close-
knit” while in America, “people just walk by you.”  He spoke about having many close 
friendships in his old country, which differed greatly from the isolation he experienced in 
the United States.   
 Each of the participants also spoke about the experience of being misunderstood by 
Americans in various ways due to cultural differences in interpersonal interactions and 
learning to adapt to these differences by either modifying their behavior or becoming 
more aware of these dynamics.  Participant 1 observed the differences between South 
Korea and the U.S. in terms of personal space and physical contact: “…it just felt like 
you have to have a social restraint not to make contact until… given permission to do 
so.”  Participant 2 observed that Syrian culture is “very touchy feely” and recalled being 
misunderstood and labeled as “too aggressive.”  She stated that she “…behaved the same 
way… in both cultures, but there’s definitely more awareness of it here… you have to be 
careful.”  Participant 3 had a similar experience when she noticed that sustained eye 
contact appeared to make Americans uncomfortable.  She recalled: “…that’s one thing 
that I realized… like, you can’t stare at people here for a long time.” 
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 5.1.2 Sense of identity. 
 According to the results, the degree to which participants experienced loss of voice, 
standing out, feeling invisible, feeling different, feeling misunderstood, and having 
confidence in their own abilities varied and was prevalent in the essence of the 
experience for all three participants.  Baccallao and Smokowski (2005) stated that 
immigrants who are able embrace a bicultural identity might encounter fewer challenges 
in acculturation.  In the case of this study, Participant 2 was the only participant to 
verbalize her experience as a “mixture of two worlds.”  She appeared to navigate the 
social landscape with ease, making friends with both American and foreign-born peers.  
However, she was also the only participant with some prior knowledge of the English 
language and had a strong support network at home, in school, and in the community. 
Participant 3 described a strong sense of identity surrounding her Slovak heritage.  She 
stated a preference for friendships with foreign-born peers because she felt that they 
understood the challenges of immigration.  Although her decision to keep her green card 
status has meant sacrificing some U.S. citizenship rights, it appeared important to her 
sense of identity to retain citizenship rights from her native country.  Participant 1 did not 
specifically discuss whether he identifies more with a South Korean, American, or 
bicultural identity.   
Another topic reviewed in the literature that also emerged in the interviews with 
the participants of this study was the loss of native language and traditions.  Pulera (2002) 
stated: “After three generations, Americans typically are no longer proficient in their 
ancestral language(s)” (p. 60).  Participant 2 described speaking Arabic in her parent’s 
house, which she stated was part of her mother’s attempt to preserve their cultural 
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heritage and native language proficiency: “They… didn’t want us to forget Arabic or our 
culture so they would still keep us involved.”  Similarly, Participant 3 (who still lives 
with her parents and siblings) shared that her mother “doesn’t want us to speak English 
[at home] because she says we’ll forget… Slovak.”  Pulera also discussed the potential 
for intergenerational tension regarding differences between old and new world values.  
None of the participants in this study discussed experiencing intergenerational tension 
regarding this issue.   
 
            5.1.3 The impact of financial and employment-based stressors. 
Although the impact of financial and employment-based stressors was not directly 
identified in the essences, it was a significant factor in the essence of feeling supported at 
home.   Yakushko et al. (2008) stated that loss of one’s previous professional status and 
unemployment can have profound effects on an individual’s sense of self-esteem and 
agency.  The related theme of “financial and employment-related concerns” emerged 
during the interview with Participant 2.  She spoke about her father’s experience of 
frustration in attempting to find employment in the U.S. that matched his level of 
education.  She described his struggle with working at a chemical company in a position 
for which he was overqualified: “He was basically a tech… and so, he was like: This is 
crazy, I know way too much for this.”  Although he was highly educated as a physician 
and had worked at a university in Syria, “…degrees have to be, you know, turned over 
and… like, recognized here.”  Her parents eventually decided to focus on realizing a new 
dream, a Middle Eastern restaurant and custom tailoring business.  The focus on 
employment and financial-based stressors has implications with regards to the ability of 
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immigrant parents to fully support their children in addressing challenges and issues 
during the adjustment period. 
 Zhou (1997) wrote about the system of unequal power, wealth, and privilege 
distribution that immigrants enter when they arrive in the U.S.  He discussed the variety 
of jobs that newly arrived immigrants hold, ranging from low-paying work for long hours 
to middle-class occupations.  Participant 1 stated that he believed his parents’ inability to 
speak English significantly “limited their employment.”  Following their initial jobs with 
a delivery service and textile manufacturer, they ended up buying a small grocery store.  
They coped with the communication barrier by opting to start a business in which they 
did not need to speak much English.  Participant 3 shared that upon arrival in the U.S., 
her father worked in construction and her mother cleaned houses.  Later, her mother 
transitioned to a job working at the airport and her father became a truck driver.   
 Zhou (1997) also described a phenomena sometimes referred to as “relayed 
migration” or “serial migration,” referring to a situation in which family members 
immigrate at different times.  He states that this separation can have profound effects on 
interpersonal dynamics within the family (p. 81).  Participant 1 shared that his immediate 
family members all immigrated at the same time.  The other two participants shared 
experiences of “relayed migration” and discussed impact of this separation.  Participant 2 
shared that her father spent eight months in the U.S. in order to secure a job, housing, and 
connections for his family prior to bringing them over.  Participant 3 spoke about living 
with her grandparents while her parents were living in the U.S. for two years prior to 
bringing the children over and stated that the reason for “relayed migration” was largely 
financial necessity.  On reflecting upon her relationships with her parents, she stated: 
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“My dad was here for a long time without us, so… I don’t have as strong relationship 
with my dad as my mom.”  She also shared that her mother was able to visit them in 
Slovakia more often, while she went long periods (“like a year, maybe two”) without 
seeing her father.   
 
    5.1.4 Racial issues and discrimination – “being perceived as different.” 
 According to the results, the degree to which participants experienced name 
calling, feeling different, feeling targeted, and comfort with American peers varied and 
was prevalent in the essence of the experience for all three participants.  While the topic 
of racial issues and discrimination in immigrants was prevalent in the literature, it also 
emerged in the interviews with participants from this study.  Yakushko (2009) describes 
xenophobia as indicative of a hostile social climate toward non-native individuals (p. 44).  
Participant 1 recalled being avoided and ignored by peers at school.  Participant 2 
recalled getting called “all kinds of crazy names.”  Although she stated: “it wasn’t 
persistent and for years… it didn’t get me down,” she noted that she always knew she 
was different and she often wondered if others saw her that way.  Participant 3 discussed 
difficulties making friends and shared her experience of being bullied: “…You just get, 
like, frustrated as a kid.  Now I wouldn’t care… but, like, when you’re a kid, you take 
it… differently.”  As Tsai (2006) points out, there is often a social stigma attached to 
attending an ESL class.  All participants shared experiences of standing out as different in 
some way from their American-born peers. 
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5.1.5 The impact of transitional support. 
 It is clear from the literature that transition support is available in some schools 
and communities for immigrant youth in the U.S.  However, the essences of experiences 
of the participants in this study provide qualitative evidence that there is more work to be 
done in supporting these children during the transition period.  Chu (2008) highlighted 
the responsibility that teachers and school leaders have to help immigrant parents and 
children to understand an unfamiliar school system.  Participant 1 recalled feeling 
confused by school being closed on the weekends and for inclement weather, since this 
was not done at his former school in South Korea.  Participant 2 had the benefit of highly 
educated parents and a school with an ESL program and supportive teachers.  Participant 
3 shared that her teachers neglected to realize she could not speak English.  As a result, 
she began receiving poor grades and her father had to intervene on her behalf to ensure 
that she received the proper support.  An initial meeting with her parents in order to 
discuss options available for transition support would have been beneficial for her.  None 
of the participants reported attending programs like the Newcomer programs described in 
the literature on transition support.  Access to such means of institutional support could 
have served to bridge the gaps between immigration and adaptation for these participants.   
 
5.1.6 Discussion on the role of the group movement process in the verbal 
interview.  
 
Participants for the most part minimized the role of the group movement process 
in contributing access to their childhood memories.  However, the accounts of their 
childhood immigration experiences were rife with movement images and references.  As 
Meekums (2002) discussed, using a body-centered approach can be helpful in accessing 
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memories.  Therefore, a body-based approach can be utilized in research to facilitate 
access to vivid descriptive memories.  A number of dance/movement therapy master’s 
theses (Brosnan, 2010; Hall, 2009; Manca, 2006; Nedza, 2011; Prakash, 2010; Verbanc, 
2009) have included a pre-interview or mid-interview movement process, during a verbal 
interview, in order to facilitate participants’ recall or a bodily felt sense of a phenomenon.  
In this study, participants appeared to have little difficulty recalling childhood 
memories during the movement workshop.  Participant 3 stated that, as compared to 
school where she often has to spend time thinking before answering, during the 
movement workshop, the answers and memories just “popped in my head.”  Participant 2 
described feeling her heart race when jumping up and down in recollection of a memory 
in which she and her best friend were jumping on the bed after learning that her family 
was moving to America.  She used the descriptive label of “excited” to capture her 
affective state at the time.  Participant 2 also noted her tendency to fidget with her hands 
and wondered whether this could have begun as a coping mechanism to distract others 
from looking at her.  Participant 1 discussed the fact that he found it difficult to imitate 
his favorite childhood activity from South Korea, climbing a mountain.  However, the 
researcher’s verbal prompt during the movement workshop to recall favored movements 
from childhood appeared to generate recall of memories that were shared in the 
interview.  This participant was later able to provide rich descriptive memories 
surrounding playing outdoors with peers in his village prior to immigration.    
Dosamantes-Alperson (1984) described the “phenomenal self” as a product 
evolving out of social interactions with others.  She discussed this sense of self as 
culturally relevant in that it has the potential to change over time within different social 
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contexts and according to cultural norms.  This concept is relevant to this research study 
in that the movement workshop facilitated the participants’ exploration of the ways in 
which their sense of identity (in relation to interaction with others) either changed or 
remained the same prior to and following immigration to the U.S. 
 
 5.1.7 Implications for mental health issues. 
 
         The topic of mental health risks for immigrants was also represented in the 
literature.  Yakushko (2008) highlighted the detrimental effects that discrimination can 
have on mental health for immigrant youth.  Ahktar (2009) wrote about the psychological 
function of relationships and stressed the effects of bullying and/or rejection on an 
individual’s self-concept.  Participant 1 recalled feeling “alone” and perceived that “for 
the most part, kids were just avoiding me.”  Participants 2 and 3 both recalled some 
discrimination but did not appear to let it greatly impact their self-concepts.  Yakushko et 
al. (2008) discussed stressors in immigration, in relation to psychological stress theories.  
None of the participants recalled feeling stressed at the prospect of immigrating; 
however, they were all nine years old at the age of immigration.  All participants, did 
however, recall noticing that their parents appeared to experience stress surrounding 
immigration.  It is also important to note that stress is subjective and relative to one’s 
previous life experiences.  For example, Participant 2 shared that her mother was an 
Armenian immigrant to their former country of Syria and therefore, she may have been 
able to be more prepared for this second cultural transition. 
The literature highlighted several mental health concerns for this population, 
including suicidal ideation, depression, negative self-esteem, grief (regarding loss), 
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PTSD, and feelings of helplessness. To a degree, Participants 1 and 3 reported 
experiencing feelings of helplessness.  The inability to communicate and subsequent 
academic struggles may have also contributed to low self-esteem and depressive 
symptoms.  Baccallao and Smokowski (2005) discussed the fact that some immigrants 
turn to maladaptive coping strategies as a means of dealing with acculturation stress.  
This did not apply for the participants of this study.  In this study, Participant 1 coped by 
avoiding eye contact and learning by observing others.  Participant 2 adopted a more 
social and outgoing personality and sought support from her teachers, parents, and peers 
(both American-born and foreign-born).  Participant 3 gravitated toward other immigrant 
children of those with foreign parents or grandparents and used the internet to maintain 
her native language skills, as well as the connection with relationships in Slovakia. 
 
5.2 Clinical Applications 
 
 It is clear from the variety of shared experiences of the participants in this study 
and the breadth of experiences represented in the literature that the degree to which 
immigrant children feel supported by others is affected by a number of factors that are 
specific to that particular family’s cultural transition (e.g. age, education, reason for 
relocation, legal status, financial resources, social supports in the U.S., English language 
proficiency, political and social climate, and access and availability of transition support 
programs).  The experience of being supported through social relationships and 
membership to social networks can have a huge impact on an immigrant child’s mental 
health and overall state of wellness.   
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 Although the participants of this study were able to cope with challenges to 
socialization and integration in healthy ways, not all immigrant children are able to do so.  
As a cultural minority in the U.S., immigrant children are at risk for developing mental 
health issues if they do not receive sufficient support during the transition period.  Some 
may turn to maladaptive coping mechanisms (e.g. drugs and alcohol) or become severely 
depressed due to feelings of rejection, isolation, and/or loss.  These needs can be 
addressed through an increase in prevention-based transition support programs to assist 
with acculturation needs following resettlement.   
 The results from this study indicate that transition support programs for both 
children and parents, and the availability of ESL classes in schools with immigrant 
children are not only helpful, but necessary.  The unfortunate result of the lack of 
supportive programming in schools is children who are falling behind in academics and 
experiencing isolation and/or confusion regarding expectations.  The literature provides 
examples of several actions that direct service workers (e.g. mental health professionals, 
social workers, teachers, community leaders) can implement in order to better address the 
needs of these children.  For example, community-based programs that provide language 
and computer training, cultural orientation, and legal assistance for all members of the 
family could be useful (Morse, 2005).  School-based newcomer programs can provide 
peer tutoring, academic, and cultural orientation to child immigrants, while after-school 
and community programming can serve to support the child’s cultural heritage while 
improving English language skills (Shields & Behrman, 2004). 
 Parental attitude is a factor in the child’s ability to cope with challenges in 
immigration and resettlement (Aronowitz, 1992).  Parents who are experiencing stress in 
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adjusting to life in the U.S. need accessible parent support groups (Shields & Behrman, 
2004).  Supportive mental health services with culturally trained professionals have the 
potential to positively impact the adaptation of all family members, including immigrant 
children.     
 The issue of feeling “different” came up for all participants.  In order to normalize 
the experience of immigrant children and facilitate socialization and integration with the 
other students, teachers should facilitate an open dialogue with students regarding 
cultural diversity, the issue of immigration, history and cultural knowledge of the major 
immigrant groups in the community.  In the case of Participant 2, her teacher allowed her 
to write stories in Arabic for months to ensure that she remain engaged in the class, 
despite her imperfect English language skills.  She recalled feeling supported by this 
teacher in her transition process.  Individual learning plans would also be beneficial to 
immigrant students to ensure that they would receive support to meet their specific needs.  
Since the diversity of the immigrant population presents some challenges to service 
providers, immigrant children would benefit from a flexible approach. 
 The results of this study also indicate a clinical implication for utilizing 
dance/movement therapy (DMT)-based methods when working with members of this 
population.  The participants of this study all shared appreciation for the opportunity to 
meet as a group and share memories, thoughts, and movements with one another about 
their experiences as an immigrant during childhood in the group movement workshop.  
However, some of the participants shared that they were unsure whether the movement 
itself served to facilitate greater recall of memories.  Despite this fact, their accounts of 
social interactions and childhood memories surrounding the period of immigration were 
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rife with movement references and imagery.  While all participants were from different 
native countries, they were able to connect in the group movement workshop setting.  
Pallaro (1997) wrote about DMT as a nonverbal treatment approach that has the potential 
to transcend cultural differences.  The use of DMT has implications for a support group 
for adult immigrants or adults who previously immigrated during childhood.   
There is also potential for a dance/movement-therapy based intervention or 
support group with immigrant children.  Pallaro (1996) writes about the potential for 
increasing awareness of one’s body in terms of enhancing awareness of the affective 
dimension of one’s experience and assist in the process of psychological growth.  The 
Rhythmic Group Activity described in the Chace approach to DMT can serve to provide 
a sense of support and strength through moving in synchrony with others (Chaiklin & 
Schmais, 1993).  While imagery and symbolism could be utilized to evoke and recall 
memories and/or emotional material, group members could also support one another by 
reflecting each other’s movements in order to convey empathy and understanding.   
A dance/movement therapy-based intervention could be used to support children 
in processing issues surrounding their immigration to the U.S.  It would be interesting to 
explore ways in which this therapeutic structure could support the experience for children 
during the period surrounding immigration.  Since children are often more comfortable 
with nonverbal, creative means of expression and communication, a dance/movement 
therapy-based approach could provide a useful and supportive means of processing their 
emotions surrounding the experience, as well as an opportunity for socialization with 
other immigrant children in a safe environment.   
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The participants of this study each noted differences in cultural norms of behavior 
in social interactions (e.g. comfort with physical touch, close proximity, sustained eye 
contact).  Cohn (1997) wrote about the clinical implications for dance/movement therapy 
in assisting new immigrants in navigating the cultural transition, in terms of nonverbal 
behavior patterns and sensitivity to cultural differences in movement.  Since use of a the 
creative arts therapies are often perceived by children as less threatening than more 
traditional verbal psychotherapies, there are implications for a dance/movement therapy 
group intervention for immigrant children.  Group DMT could provide a safe space in 
which child immigrants could share experiences, challenges, coping strategies, as well as 
being able to process cultural differences in norms of behavior for social interactions.   
 
5.3 Limitations of Study 
 The first limitation of this study was the small sample size comprised of three 
participants.  While phenomenological research is focused on gaining in-depth 
perspective on the essence of the individual’s experience rather than a large sample size, 
the results of this study cannot be generalized to represent the entire population of 
children who immigrate to the U.S. and their experiences learning to navigate social 
relationships following resettlement.  With several different factors that can affect the 
immigration experience, there is the potential for great variability in the lived experience 
of cultural transition for children. 
 Another limitation of this study was that the sample of participants was derived 
from a pool of Drexel University-related individuals.  The fact that all of these 
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participants have pursued higher education is another factor that limits the researcher’s 
ability to generalize the results of this study to all immigrants. 
 Although all three participants immigrated at the constant age of nine, the time 
period when their families immigrated differed.  While Participants 1 and 2 both 
immigrated in the mid-late 1980s, Participant 3 immigrated significantly later in 2001.  
The experiences of the participants whose families immigrated earlier differed somewhat 
from the experience of the participant who immigrated later in that modern technology 
allowed her to keep in touch with relationships in her former country.  The fact that the 
researcher chose to include adult participants who had immigrated during childhood, as 
opposed to children whose families had recently immigrated to the U.S., was an 
intentional decision in an attempt to gain greater perspective from adults who have had 
many years to reflect upon these experiences.  Another purpose was to learn about the use 
of movement as related to memory recall.  However, the results do not necessarily 
provide a picture of the essence of the experience for a recent immigrant child in the U.S. 
today. 
 Another limitation of this study was the role of the co-researcher.  The co-
researcher could be described as Caucasian female.  Prior to the group movement 
workshop, the co-researcher shared with the participants that she herself was not an 
immigrant.  It is important to consider whether this information could have affected the 
comfort of the participants during the group movement workshop and information they 
chose to share in the verbal interview.  If the co-researcher had been a person of color or 
an immigrant herself, the results may have been different. 
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  Finally, the inclusion and exclusion criteria for participation in this study could 
have unintentionally affected the results by limiting the breadth of the experiences among 
selected participants.  As part of the inclusion criteria for participation in this study, 
participants had to be able to read, write, and comprehend English.  This might have 
served to unintentionally exclude a subset of the immigrant population who have retained 
their native language and/or remained in ethnic enclaves in lieu of learning English.  
Similarly, adults who had immigrated during childhood were excluded from this study if 
they had been diagnosed with a major mental illness in the last three years.  This may 
have served to unintentionally exclude a group of immigrants who had not been able to 
cope well with the cultural transition.   
 
5.4 Implications for Further Research 
 This study provides a description of the lived experience of adults in recollection 
of childhood experiences surrounding the time of immigration, specific to learning to 
navigate the social landscape in the U.S.  While the three participants shared extensive 
descriptions regarding their experiences, there are several implications for further 
research.  With a wider range of information available on this topic, mental health 
professionals, community leaders, transition support workers, and teachers can make 
informed decisions on ways in which to best support members of this population. 
 More research is needed to learn about the experiences of immigrant children who 
are currently learning to navigate the social landscape in the U.S.  This study could be 
replicated with a larger sample size with a more diverse variety of experiences in order to 
more accurately represent the experiences of adults who immigrated to the U.S. during 
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childhood.  Studying this issue on a larger scale would serve to increase the validity, as 
well as identifying new variables.  In replicating this study, the researcher might integrate 
movement into the verbal interview context, as well, in order to help the participant to 
physically recall their shared movements from the group workshop.  There is also the 
potential for a longitudinal study in order to ascertain whether a dance/movement therapy 
intervention affects the adaptation and psychological growth of immigrants as they move 
into adulthood. 
 While the results of this study provide rich detail about the specific experiences of 
three participants regarding adaptation and socialization in immigrant children, there is 
much more research that needs to be done before researchers and direct service providers 
will have a clear picture of the needs and experiences of members of this population.  In 
order to best serve these children, the co-researcher recommends that more research be 
undertaken in this area.   
 
5.5 Researcher Reflections 
 The subject of this research was of interest to me because of my own background, 
growing up in a very diverse urban area.  Many of the students in the public schools I 
attended were from immigrant families and spoke more than one language.  During my 
epoche process, I realized that while I had grown up in a uniquely integrated and 
accepting community, I had also witnessed discrimination and inequalities of opportunity 
for children whose parents were both immigrants and low-income.  It occurred to me that 
these inequalities were likely linked to systemic issues regarding transition support across 
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a variety of areas and I was eager to learn more from those who had gone through the 
immigration experience themselves.   
 In conceptualizing this study, it was my primary goal to find out more about how 
children learned to cope, what structures were in place to assist them in their journey, and 
what were seen as challenges in the process or learning to navigate social relationships 
and networking in a new and unfamiliar country.  I was interested in learning how the 
integration of dance/movement therapy-based approaches could support and facilitate 
recall of memories for these individuals.  Participants for the most part minimized the 
role of the group movement process in contributing access to their childhood memories.  
However, the accounts of their childhood immigration experiences were rife with 
movement images and references.   
 The creative process of imaginative variation provided me with an opportunity to 
re-imagine the experiences of each participant and walk inside the shoes of this re-
imagined character.  In revisiting the underlying textures of their experiences in a 
completely new context, I was able to gain greater understanding regarding the 
experience of being an immigrant child and learning to navigate social relationships with 
others for each participant.  In the imaginative variation for Participant 2, I wanted to 
convey the weight of the challenge of integrating into new social networks as an 
immigrant child in relation to the relative ease with which she appeared to navigate this 
transition due in large part to the vast amount of social supports she had in her family, 
school, and community.  It was not my intention in any way to minimize the experiences 
of African Americans during the civil rights movement.  This story was conceived in an 
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attempt to highlight this participants’ strength in overcoming obstacles of prejudice from 
others.    
 The data from these interviews provided evidence regarding the differences and 
variability across individual immigrant children in their experiences of the cultural 
transition process.  Although I set out to learn more about how children make friends and 
navigate social networking in their new country, I learned how integral other social 
supports (e.g. parents, teachers, transition support staff, and mental health practitioners) 
are to the immigrant child’s ability to do so.   
 I feel honored and grateful to have recruited three participants who were brave 
enough to participate in a group movement workshop and speak openly in individual 
verbal interviews about their emotions, memories, and reflections on social aspects 
surrounding the time of immigration.  Their willingness to revisit memories that were 
sad, nostalgic, and difficult, at times, as well as those memories that were a pleasure to 
share, was inspiring. 
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CHAPTER 6: SUMMARY AND CONCLUSION 
 
This phenomenological research study has provided the opportunity to explore the 
lived childhood experience of adults who immigrated to the U.S. between ages five and 
ten, with regards to how they learned to navigate social relationships and form social 
networks.  The study employed a qualitative phenomenological research design in which 
information was gathered through interviews with adult participants in recollection of this 
experience following a group movement workshop designed to facilitate recall and 
connection to others who may have had similar experiences.  The participants were 
unsure whether the incorporation of movement was successful in assisting their recall of 
memories from childhood, although they acknowledged that it was possible that it had an 
impact to some degree.   
Three adults participated in this study, ages ranging from 19 to 34 years.  Despite 
the fact that they all immigrated to the U.S. at age nine, there was much diversity among 
their responses.  With several years to process challenges faced during childhood, the 
adult participants were able to share recollections and identify the factors that contributed 
to the ways in which they learned to navigate social relationships and networks in the 
U.S.  The data from these interviews highlighted the differences and variability across 
individual immigrant children in their experiences of the cultural transition process.   
Essences of the lived experience that emerged during the data analysis process 
included experiences surrounding social interactions with others, including: loss of voice, 
feeling helpless, feeling frustrated, feeling invisible, feeling different from others, 
standing out, comparisons to American native peers, being misunderstood by others due 
to cultural norms of behavior in social interactions, feeling targeted, camaraderie with 
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either homoethnic or heteroethnic peers, and either feeling supported or unsupported by 
family, teachers and/or community members.  One participant shared that he was often 
left alone by his parents, essentially ignored by his teacher at school due to 
communication barriers, and found making friends and understanding cultural norms for 
behavior in the U.S. to be challenging.  He learned to cope by becoming an observer and 
covertly trying to learn about American culture without being seen.  Another participant 
shared that her teachers neglected to provide her with language support, contributing in 
part experiences of confusion, bullying from peers, and significant academic struggles.  
On the other end of the spectrum, the other participant reported feeling very supported by 
her family, teachers and community members and navigated social relationships and 
networks in the U.S. with ease, making friends with both native-born and foreign-born 
peers.  All participants reported that their parents were often busy working long hours 
trying to make various businesses successful. 
 It is clear from the results of this study that the degree to which transitional 
support is available during the resettlement period has a significant impact on the 
adjustment of the immigrant child and their ability to cope with challenges.  Immigrant 
children face a multitude of challenges when moving to a new country (e.g. language 
differences, cultural norms in behavior for social interactions, intergenerational conflicts, 
adjusting to a bicultural identity).  When children are not supported during this transition, 
they become at risk for mental health issues (e.g. Depression) and may experience a lack 
of confidence, identity confusion and/or a range of emotions related to loss and cultural 
transition.   
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A dance/movement therapy-based intervention is recommended as a clinical 
intervention to support children in processing issues surrounding their immigration to the 
U.S.  Since children are often more comfortable with nonverbal means of expression and 
communication, a creativity-based approach could provide a useful and supportive means 
of processing their emotions surrounding the experience, as well as an opportunity for 
socialization with other immigrant children in a safe environment.  While imagery and 
symbolism could be utilized to evoke and recall memories and/or emotional material, 
group members could also support one another by reflecting each other’s movements in 
order to convey empathy and understanding.   
It is the hope of the researcher that the experiences of these participants will 
inform direct service providers (e.g. teachers, social workers, mental health practitioners) 
working with immigrant children about the importance of transitional support during the 
period following resettlement.  By increasing awareness regarding the experiences of 
immigrant children, direct service providers can better support them throughout the 
cultural transition process and help to facilitate and support open dialogue among all 
children regarding tolerance, cultural diversity and immigration in school and community 
settings. 
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Appendix A 
 
 
 
DID YOU IMMIGRATE TO THE UNITED STATES  
DURING CHILDHOOD? 
 
VOLUNTEERS NEEDED FOR A DANCE/MOVEMENT THERAPY RESEARCH STUDY 
  
Research Title:  
Navigating the social landscape: A phenomenological study using movement to aid in the adult 
recollection of childhood immigration experiences 
  
Research Objectives: 
The purpose of this study is to gain understanding of the childhood immigration experience in 
learning to make friends in the United States. Participants will take part in a group movement 
workshop designed to facilitate recall of the childhood experiences following resettlement.  An 
interview to learn about your experience forming friendships in the United States upon arrival 
will be scheduled following the movement workshop.   
 
To participate in this study, you must: 
* Have immigrated to the United States when you were between the ages of 5 - 10. 
* Currently be between the ages of 18 and 65 years old.   
* Be physically able to participate in a low-intensity movement workshop designed to facilitate 
recall of your childhood experience.  
* Be available to attend a movement workshop, interview at a later date, and brief validation 
interview by telephone. 
* Be able to speak, read, and comprehend English.   
* Have not been diagnosed with a major mental illness in the past 3 years. 
* Not have physical limitations or disability which would make participation in a movement 
workshop ill advised. 
 
Participation is entirely voluntary.  Confidentiality will be maintained.  There will be 4 
participants recruited for this study.  Total time commitment is approximately 2.5 hours. 
Participants will receive a stipend of $15 upon completion. 
 
Location: Center City Health Sciences Campus of Drexel University.   
Contact Rachel Greene at immigrantstudy2@gmail.com if you are interested in participating in 
this research and would like additional information. 
 
This research is being conducted by a member of Drexel University 
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Drexel University 
Consent to Take Part In a Research Study 
1. Participant Name: ______________________________  
  
2. Title of Research: Navigating the social landscape: A phenomenological study using 
movement to aid in the adult recollection of childhood immigration experiences. 
 
3. Investigator’s Name: Ellen Schelly Hill, Principal Investigator;   
     Rachel Greene, Co-investigator  
  
4. Research Entity: Drexel University  
  
5. Consenting For the Research Study:  
This is a long and an important document. If you sign it, you will be giving researchers from 
Drexel University permission to include you in a research study. You should take your time and 
carefully read it. Do not sign it unless you are comfortable participating in this study.  
  
6. Purpose of Research:   
You are being asked to participate in a research study. The purpose of this study is to learn about 
the experience of immigrant children in learning to make friends once they have arrived in the 
United States.  This study is being done as partial fulfillment of the requirement for completion of 
a master’s degree from Drexel University.   
  
You have been asked to take part in this study because:  
* You immigrated to the United States when you were between the ages of 5 - 10. 
* Are currently between the ages of 18 and 65 years old.   
* Are physically able to participate in a low-intensity movement workshop designed to facilitate 
recall of your childhood experience. 
* Are available to participate in the 60-minute movement workshop, 40-minute oral interview, 
and 15-minute validation information by telephone. 
* Are able to speak, read, and comprehend English.   
 
You are volunteering for this study, and you may choose to stop participating in this study at any 
time.  However, in order to receive the full stipend, you must participate in both the group 
movement workshop and the interview. 
 
7. PROCEDURES AND DURATION:   
If you enroll in the study, you will meet with the investigator in person two times: once to review 
the consent form as you are doing presently (40 minutes) followed by a group movement  
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                                                                                                                  Participant’s Initials ______ 
 
workshop (60 minutes) with a total of four participants.  We will meet a second time for an 
individual oral interview (40 minutes).  The investigator will also make brief phone contact (10 
minutes) approximately one month following the interview ask you if the written account of the 
interview is accurate. 
 
Movement Workshop (60 minutes) 
The purpose of the group movement workshop is to help you recall childhood memories and 
feelings about your immigration and social contact in the United States during resettlement.  It 
will be structured in a traditional dance/movement therapy session format with an 
Introduction/Warm-up, Movement Exploration (Theme Development), and Closure.  The 
workshop will include a total of four participants and the investigator. 
 
The workshop will include: 
I.  Introductions and Movement Warm-up (15 minutes) 
You and other participants will introduce yourselves to one another by name and in movement.  
A physical warm-up that the investigator will guide will prepare your body for active movement, 
introduce moving with different qualities, and facilitate brief interaction with the other 
participants. 
 
II. Movement Exploration (20 minutes) 
The investigator will guide movement exploration that is intended to support your exploration of 
your experiences entering a new neighborhood, school and community in this country, and your 
identification of feelings associated with this experience.  You will share selected movements and 
associated words with other participants in the workshop. 
 
III. Closure (25 minutes) 
The closure part of the workshop will include a period during which you will briefly write in a 
journal about memories that may have come up during the workshop.  You will be encouraged to 
continue to write in the journal following the workshop to record memories, thoughts, and 
feelings about your social experiences as a child immigrating to the United States.  The journal 
entries are yours to keep; they will not be collected for research purposes, though you will be 
encouraged to review what you have written prior to the interview. 
 
In the workshop closure there will be 15 minutes to talk with other 4 participants, as you choose, 
about the memories and feelings that may have come up during movement exploration.  
Following this discussion, the investigator and participants will briefly join together in movement 
that includes breathing and physically settling before saying goodbye.   
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Verbal Interview (40 minutes) 
Following the group movement workshop, the investigator will interview you individually at a 
time that will be arranged.  The investigator will be asking you about three areas: your family 
history with regard to leaving your home country and immigrating to the United States; your 
social experiences with people your age and what barriers and supports were involved in making 
friends following immigration; how the movement workshop contributed to your recollection of 
these experiences. There is enough time in the interview to bring some closure to any distressing 
memories and/or feelings if they arise.  The investigator will audio record the interview so that 
she can be accurate in writing down your words for further study.  The investigator will arrange a 
time for a telephone call following the interview.  You will be read the results of the interview 
analysis and given a chance to confirm whether this is an accurate description and clarify 
anything further that you felt was misunderstood. 
 
8. RISKS AND DISCOMFORTS/CONSTRAINTS:     
The risks of this study are considered to be minimal.  The group movement workshop will be 
mostly low-intensity movements.  However, if you feel any physical discomfort or get tired, you 
can rest or stop at any time.  You can also change any movements so that they feel comfortable 
for your body.  Feeling a little bit nervous is normal and expected since you probably don’t know 
what to expect.  This is not a dance class - it is a workshop designed to help you recall the 
experience of meeting and getting to know other children following immigration to the United 
States.  There is a minimal risk of physical discomfort or injury occurring; the movement 
workshop will be low-intensity, and most of the movement will be your own choice.   
 
There is also some risk of distressing memories and feelings from the past getting stirred up 
during the workshop and/or verbal interview.  You may choose not to participate in any part of 
the study procedure or not to respond to interview questions. The closure part of the workshop is 
intended to provide support if you experience some distress; there will also be guidance to settle 
physically and emotionally before parting.  There will be time in the interview to discuss any 
feelings that may come up for you. 
 
9. UNFORESEEN RISKS:   
Participation in this study may involve unforeseen risks. If any unforeseen risks are seen, the 
Office of Regulatory Research will be notified.  
 
10. BENEFITS:  
There may be no direct benefit in participating in this study. Your participation may help others 
to understand some of the issues that immigrant children face upon arrival in the United States. 
 
11. ALTERNATIVE PROCEDURES:  
The alternative is to not participate in this study.  
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12. REASONS FOR REMOVAL FROM STUDY:  
You may be required to stop the study before the end for any of the following reasons:  
a) If all or part of the study is discontinued for any reason by the co-investigator, or university 
authorities.  
b) If you are a student, and participation in the study is adversely affecting your academic 
performance. 
c) If you fail to comply with the requirements for participation established by the researcher.  
 
13. VOLUNTARY PARTICIPATION:  
Participation in this study is voluntary, and you can refuse to be in the study or stop at any time.   
  
14. STIPEND/REIMBURSEMENT:  
You will receive $5 cash in person immediately following completion of the movement workshop 
and $10 cash in person immediately following completion of the qualitative interview. 
 
15. RESPONSIBILITY FOR COST:  
You will not be responsible for any costs in this study. All materials needed for participation will 
be provided by the co-investigator.  
  
16. IN CASE OF INJURY:  
If you have any questions or believe you have been injured in any way by being in this research 
study, you should contact Ellen Schelly Hill at telephone number: 215-762-7851.  However, 
neither the investigator nor Drexel University will make payment for injury, illness, or other loss 
resulting from your being in this research project. If you are injured by this research activity, 
medical care including hospitalization is available, but may result in costs to you or your 
insurance company because the University does not agree to pay for such costs. If you are injured 
or have an adverse reaction, you should also contact the Office of Regulatory Research 
Compliance at 215-255-7857. 
  
17. CONFIDENTIALITY:  
In any publication or presentation of research results, your identity will be kept confidential, but 
there is a possibility that records, which identify you may be inspected by authorized individuals 
the institutional review boards (IRBs), or employees conducting peer review activities.  You 
consent to such inspections and to the copying of excerpts of your records, if required by any of 
these representatives.  
 
You will be assigned a participant identification number (PIN number), so that data can be stored 
without identifying information. A digital audio recording will be made of your interview and 
stored with PIN number. I will erase the recording once I have transcribed it. Following the  
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movement workshop, I will record notes about the movements you share in the group.  However, 
these notes are for the purpose of recalling and inquiring further about your movement experience 
during the interview.  The notes will be stored without identifying information and shredded at 
the end of the study. The document containing your name, telephone number, and participant 
identification numbers will be stored separately from research data. No one except the primary 
investigator and co-investigator will have access to this information.  It will be shredded at the 
end of the study so that all identifying links will be removed between you and the data collected.  
A copy of the interview transcript will be retained without identifying information in CD format 
in a research record in a locked file cabinet in the Department of Creative Arts Therapies at 
Drexel University. 
 
18. OTHER CONSIDERATIONS:  
If you are interested in further information about your rights as a research participant, or if you 
have problems with a research-related injury, for medical problems please contact the Institution's 
Office of Regulatory Research Compliance by telephoning 215-255-7857.  
 
19. CONSENT:   
• I have been informed of the reasons for this study.  
• I have had the study explained to me.  
• I have had all my questions answered.  
• I have carefully read this consent form, have initialed each page, and have received a signed 
copy.  
• I give consent voluntarily.   
  
_________________________________________________  _____________  
Participant or Legally Authorized Representative                Date 
  
  
_________________________________________________  ______________  
Investigator or Individual Obtaining this Consent       Date  
 
 
 
 
List of Individuals Authorized to Obtain Consent  
Name     Title    Day Phone # 24 Hr Phone # 
Ellen Schelly Hill Principal Investigator (215) 762-7851   (215) 762-7851   
Rachel Greene Co-Investigator   (917) 657-1932   (917) 657-1932   
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Participant Contact Form  
 
PIN # Name  Phone #  Email Consent 
Form 
Interview  
 
Validation 
Interview    
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Appendix D 
 Telephone Recruitment Script 
This script is to be used following initial email contact from information provided 
on the recruitment flyer.  After initial email contact, the researcher will obtain telephone 
contact information and arrange a time for a telephone conversation with each interested 
volunteer. 
“Thank you for your interest in this study about childhood immigration experiences.  My 
name is Rachel Greene.  I am a graduate student and I am conducting this study as a 
partial requirement for completion of my Master’s degree at Drexel University.  May I 
share some information about the study?   
I am interested in learning about the experiences of adults who came to the United States 
as children, with particular attention to learning about their experiences as children in 
forming friendships upon arrival.  There are several parts to the study.  
The study includes a group movement workshop which is intended to help you and other 
participants explore memories from the resettlement period of your childhood and ways 
you engaged in social relationships with other children in the United States during this 
time.  You will be interacting with other participants through movement and discussion. I 
will also ask you to briefly journal following the movement experience and invite you to 
continue in the days following the workshop. The movement workshop will be 60 
minutes.    
Following the group movement workshop, I will be interviewing you on a separate date 
for approximately 40 minutes.  The focus of the interview will be the same- your 
experience as a child forming relationships with other children following immigration.  I 
will ask you to refer to any recollections you may have had during the movement 
workshop or recorded in your journal following the workshop.  You will receive $5 cash 
in person immediately following completion of the movement workshop and $10 cash in 
person immediately following completion of the interview.  
I will send you a written description of the interview. Approximately one month from the 
date of the interview, I will contact you to set up a 10-minute phone interview in order for 
you to have an opportunity to let me know if my description is accurate.   
The study will take place in a classroom building on the Center City campus of Drexel 
University.  Before the movement workshop, I will meet with you and other volunteers to 
review the purpose of the study, the procedures, your rights as a participant, risks and 
benefits, and how your anonymity and confidentiality will be protected.  If at that time 
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you remain interested in and willing to participate in the study I will ask you to you sign a 
consent form and will enroll you in the study. That does not mean that you are required to 
participate.  Participation is completely voluntary.  You can withdraw at any time.  
The entire time commitment for the study is about 2 ½ hours not including your travel 
time. The movement workshop and interviews will take place in the New College 
Building on Center City Health Sciences Campus of Drexel University. 
If you are interested I would like to review the participation criteria, that you already saw 
on the recruitment announcement, to make sure your background and experience fit the 
study requirements, 
To participate in this study, you must: 
* Have immigrated to the United States when you were between the ages of 5 - 10. 
* Currently be between the ages of 18 and 65 years old.   
* Be physically able to participate in a low-intensity movement workshop designed to 
facilitate recall of your childhood experience.  
* Be available to attend a movement workshop, interview at a later date, and brief 
validation interview by telephone. 
* Be able to speak, read, and comprehend English.   
* Have not been diagnosed with a major mental illness in the past 3 years. 
 
* Have no physical limitations or disability which would make participation in a 
movement workshop ill-advised.” 
 
Do you meet participation requirements?  Do you have any questions I can answer? 
Are you willing and interested in participating in the study? 
If so, I’d like to check your availability for possible times for the consenting meeting and 
movement workshop. 
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Appendix E 
 
Movement Workshop Observation Notes 
 
Participant 
(PIN) 
Movement Observations 
  
 
 
 
 
  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
162 
 
Appendix F 
 
Interview Guide 
 
 “Hello, it’s nice to see you again.  I hope you have had time to reflect upon and 
journal more following the movement workshop experience in preparation for this 
interview.  I may ask you to recall moments during the movement workshop.  Today I 
will be asking some questions in which you will be requested to recall the time during 
childhood when you immigrated to the United States.  For the purpose of this study, I am 
particularly interested in hearing about the experience of forming friendships upon arrival 
in the United States.  If there is anything you feel uncomfortable answering, you can 
choose not to respond or terminate the interview altogether.  Please feel free to elaborate 
and share anything that may come to mind regarding recollections of this transitional 
period.” 
 
The objectives of this interview include:  
Demographic Information- 
Age- Race – Nationality- Gender 
• Objective 1: To understand your resettlement experience within the context of 
emigrating from your homeland 
• Objective 2: To understand your experience as a child learning to navigate the social 
landscape in the United States and form new relationships.  
• Objective 3: To understand if and how the movement workshop contributed to your 
recollection of these experiences, 
 
Interview questions may include, but are not limited to, the following:  
Demographic Data  
 
Objective 1:   
• Where were you living before you immigrated?  How old were you when you 
moved?  
• Can you tell me about your family?  Did everyone move together? What brought 
you to the United States?  As a child how did you experience the family 
sentiments toward moving?    
• How did you feel about the move at the time – did you understand what was 
happening? Did you leave any important friendships?  
• Did your family members know anyone in the United States before they arrived?  
Where did you live?   
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Objective 2:  
• Can you tell me a little bit about your life during resettlement?  Can you tell me 
about your first impressions of life in the U.S.?  Did you meet any other 
immigrant children? How about American children?  Where did you have contact 
with other children?  
• What were some difficulties in forming social relationships? Was there anything 
that made the transition easier? What do you remember enjoying?  
• Can you tell me about the first friend you met or friends in the United States?  
What kinds of ways did you have of playing together? 
• What kind of other social supports did you have in your life at that time?  Were 
there any you wished you had?   
 
Objective 3:  
• Can you recall your movement from the movement workshop? (I will prompt if 
necessary) Were there any events and feelings you experienced that helped you 
remember what it felt like to be a child making relationships in the United States? 
Was there anything in particular that was stirred up for you during the movement 
workshop?  
• Were there any additional memories and feelings related to your immigration that 
you experienced following the workshop?  
• In what way did the movement workshop assist with bringing you back to the time 
during childhood following coming over to the U.S.? 
 
 
